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Inclusive education ensures that learners’ rights and needs are taken into consideration and that 
education systems are adapted to accommodate the diversity of individuals. Through a 
qualitative case study of a mainstream primary school in Ekurhuleni, South Africa, this study 
describes educators’ perspectives of psychoeducational support provided to learners with severe 
intellectual disabilities (SID). The study is framed on Bronfenbrenner’s bioecological model which 
views individuals in their context, taking into account various overlapping systems that are 
interconnected and influence the participants’ lives. This study is rooted in an interpretive 
paradigm and made use of purposeful sampling to select the school and the participants who 
were able to provide rich information. Data was gathered using semi-structured interviews as 
well as a focus group discussion. 
Learners with SID require extensive in-school support. This study examines how the school has 
endeavoured to create an inclusive environment conducive to learning for the SID learners. A 
number of important themes emerged from the data. In order for the inclusion of SID learners 
in mainstream education to work effectively, the necessary infrastructure, resources, support 
and cultural transformation is needed. However, educators also need to be equipped with 
knowledge, skills, strategies and a positive attitude and these factors can be achieved through 
adequate training and development. In addition, more provision is needed for learning and 
teaching support materials in order to provide educators and learners with different ways to 
approach learning tasks on different levels. The findings also suggest that well established, 
functioning formal support structures such as the DBST and SBST at district and school levels 
respectively can facilitate collaboration and the sharing of expertise to provide adequate support 
within mainstream schools. Further to this, the findings of this study suggest that there is a great 
need for multidisciplinary teams including specialists and therapists in schools so that 
assessment and intervention can take place to ensure essential psychoeducational support is 
provided to all learners and educators in classrooms. 
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ORIENTATION TO THE STUDY 
1.1 Introduction  
In a democratic society, the core purpose of educational systems is to ensure that quality education 
is made available for all learners. The aim is to allow each learner to achieve their full potential 
thereby enabling them to engage in and make meaningful contributions to their societies 
throughout their lifetimes (Du Plessis, 2013). Achieving an education system that is inclusive and 
finding strategies designed to recognise and eliminate learning barriers in South Africa are 
ongoing processes (Navsaria et al., 2011). The “majority of children with severe or profound 
intellectual disabilities (CSPID) in South Africa have not been granted access to public-funded 
education and support services” (DBE, 2016, p.14).  They have been left vulnerable and excluded 
from the range of services provided to all school-going children (DBE, 2016). Consequently 
“inclusion can be regarded as part of a wider struggle against the violation of human rights and 
unfair discrimination” (Du Plessis, 2013, p. 76).  
People with disabilities around the world share a common past of discrimination, stigma, and 
segregation (Marumoagae, 2012). As a consequence, such people have often found themselves 
deprived of basic human rights and essential freedoms, as well as the right to pursue an 
education (Steinmann, 2016). Schools and educational programmes in South Africa that make 
specialised care available for CSPID are scarce and have limited space (Capri et al., 2018). As a 
result, parents of CSPID are unable to find placement for their children. The lack of support and 
burdens of care for their children hinder the parents’ pursuit of employment and they 
themselves become unpaid caregivers (Capri et al., 2018). Inclusive education therefore strives 
to ensure social justice in education (Du Plessis, 2013). It necessitates the restructuring of policies 
and practices as well as cultures in schools, to reduce learning barriers and to encourage the 
participation of all learners with a range of diverse needs (DBE, 2014). Inclusive practices 
furthermore necessitate learning environments that promote the holistic development of all 
learners regardless of disability, gender, ethnicity, religion, financial status, culture, language, 
learning styles or sexual preference, (DoE, 2007).  
Education White Paper 6: Building an Inclusive Education and Training System (EWP6) (DoE, 
2001) is positioned within the agenda in The Guidelines for implementing the World Declaration 
on Education for all, a Framework for Action to Meet Basic Learning Needs (2007), contained in 
the Convention on the Rights of the Child (UNICEF, 1989), and the United Nations Convention on 
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the Rights of Persons with Disabilities (CRPD) (UNESCO, 2008), (Du Plessis, 2013). Furthermore, 
article 24 of the CRPD provides for the right to inclusive education (UNESCO, 2008). It obliges 
governments to provide education to individuals with disabilities in inclusive educational systems 
to develop their potential and to increase their sense of purpose and self-worth (Kamga, 2016). 
This necessitates reasonable accommodation by means of assistive devices, sign language and 
other means to ensure that the mainstream education system is inclusive of learners with 
disabilities (DBE, 2016). The White Paper on the Rights of Persons with Disabilities (2016) 
highlights the schooling of children with all severities of intellectual disability who were 
previously deprived (DSD, 2016). Although the “right to basic education is entrenched in the 
Constitution of the Republic of South Africa (1996)” (Churr, 2015, p.2405), CSPID are still 
segregated from mainstream education based on the severity of their impairment (Capri et al., 
2018). The “majority of children with mild or moderate intellectual disability are placed in schools 
that accommodate learners with special educational needs (LSEN), while CSPID are placed in 
special care centres” (Capri et al., 2018, p.7).  
EWP6 attempts to create universally inclusive learning environments that eliminate barriers 
some learners may face during schooling (DOE, 2001). It necessitates a view that accepts that all 
children have diverse learning needs, respects competencies, and acknowledges that all children 
are capable of learning learn when provided with appropriate support (DoE, 2001). In order to 
develop and implement effective educational supports for learners with SID, who have 
multifaceted needs, a collaborative approach from all stakeholders is required (Mitchell, 2015). 
Psychoeducational support is an interdisciplinary approach uniting educational intervention with 
psychological support (Berger, 2012). Psychoeducational support has been defined as a 
continuous process of meeting educational, social, emotional, mental, and spiritual needs (Slade, 
2010). All of these needs are considered important elements of meaningful and positive human 
development (Slade, 2010). Psychoeducation incorporates several complementary theories and 
models of clinical practice (Lukens & McFarlane, 2004). These include ecological systems theory, 
cognitive-behavioural theory, learning theory, group practice models, stress and coping models, 
social support models, and narrative approaches (Lukens & McFarlane, 2004). The bio-ecological 
systems theory, explained in detail, later in this chapter, provides the framework for assessing 
and helping learners understand their disability or experiences in relation to other systems in 
their lives such as, their family, school, health care provider etc. (Bronfenbrenner, 2005). Under 
this umbrella, psychoeducation can be adapted for individuals, families, groups, or multiple 
family groups. Psychoeducation therefore encompasses a more holistic and competence-based 
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approach, with a strong emphasis on health, collaboration, coping, and empowerment (Dixon, 
1999; Marsh, 1992 in Lukens & McFarlane, 2004). The psychoeducational approach is based on 
the strengths of the learner and the support structures within the learners’ context (Lukens & 
McFarlane, 2004). The learner, their families and educators are considered key stakeholders on 
the premise that the more knowledgeable all parties are, the more positive health and 
educational-related outcomes will be for all (Lukens & McFarlane, 2004). The purpose of this 
study is to describe the psychoeducational support provided to learners with severe intellectual 
disabilities (SID) in a mainstream primary school from the perspective of the educators. The rest 
of this chapter will focus on the background, rationale and theoretical orientation informing the 
study. The research problem, the objectives of the study and ethical considerations will also be 
discussed.  
1.2 Background to the study 
The Salamanca Statement and Framework for Action on Special Needs Education “recognises the 
necessity and urgency of providing education for children, youth and adults with special 
educational needs within the regular education system” (UNESCO, 1994, p.viii). The UN 
Convention on the Rights of Persons with Disabilities (CRPD) (UNESCO, 2007) represented a 
paradigm change in thinking about disability. It is informed by the social model of disability, 
which emphasises disability as a function of the interaction between a person with a disability 
and their environment as opposed to an intrinsic limitation of functioning (UNESCO, 2007). The 
‘social model of disability’ is anchored in a human rights approach to disability and one of the 
rights recognised under the CRPD is the right to education (UNESCO, 2007).  
The Protocol to the African Charter on Human and Peoples’ Rights on the Rights of Persons with 
Disabilities in Africa (African Union, 2018) promotes and upholds the rights of people with 
disabilities living in Africa. Article 12 of the Protocol specifically addresses the right to education 
for people with disabilities; stating that every person with a disability is entitled to education 
(African Union, 2018). In accordance with the objective of full inclusion, education for all learners 
should be made available in environments that maximise their academic as well as social 
development (African Union, 2018).  This should be ensured through functioning individualised 
support measures (African Union, 2018). On a national level, EWP6 necessitates that inclusive 
practices be made available to everyone (DoE, 2001). At a school level, the success of the 
implementation of this policy is largely dependent on the practical application thereof by 
educators (DoE, 2001). Educators are required to possess skills and knowledge to identify 
learning barriers; to be responsible for the support provided to learners in the classroom; to 
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determine the levels of support required by learners; as well as adjust the curriculum to respond 
to the needs of all learners (Dalton et al., 2012).  
In 2014; the Department of Basic Education in South Africa issued the Policy on Screening, 
Identification, Assessment and Support (SIAS) (DBE, 2014), which was designed to provide 
uniform processes of learner support to ensure that quality education could be accessed by all 
learners. The policy is intended to increase opportunities for learners who experience learning 
barriers allowing them to attend their local schools (DBE, 2014). SID learners have complex needs 
that necessitate a collaborative approach among educators to plan and implement efficient 
educational support (Mitchell, 2015). The SIAS policy is meant to determine the level and nature 
of support required instead of classifying the severity of the disability (DBE, 2014). The policy 
further makes provision for the involvement of other stakeholders in the child’s life, particularly 
the parents; thus decisions are made for the benefit of the child with full consideration of the 
child’s context (DBE, 2014). SID manifests as significant developmental delays (Sattler, 2002) and 
even with the ability to engage in simple self-care and the ability to learn simple daily routines, 
learners with SID typically need supervision in most social settings (NA SEM, 2015). With a focus 
on a holistic approach, the implementation of the SIAS policy assists in identifying an array of 
possible learning barriers that a SID learner may experience (Mahlo, 2011). Educators are one of 
the most important role players in this process and in order for them to ensure maximum 
participation from all learners, they need to be able to identify the level of support required in 
the classroom (Nel N.M. et al., 2016). In the screening, identification and assessment process, 
the procedure to be carried out by educators, School-Based Support Teams (SBSTs) and District-
Based Support Teams (DBSTs) is clearly delineated (DBE, 2014).  
The SIAS process is applied at various stages in the educational system. At every stage the focus 
of intervention is different. STAGE 1 is guided by the learner profile (LP) includes the initial 
screening by the educator (DBE, 2014). In STAGE 2 the learning and developmental barriers are 
identified and addressed at a school level (DBE, 2014). Learning and developmental barriers are 
addressed in STAGE 3 of the SIAS process at the district level (DBE, 2014). The DBST is guided by 
the Support Needs Assessment form 3 (SNA 3) in which it reviews the action plans of the educator 
and the SBST. The Guidelines for Full-service or Inclusive Schools (DOE, 2009) is used to rate the 
level of support required and to determine how support will be provided to the learner. Based 
on all the information available, the DBST designs a course of action for the learner and school 
(DBE, 2014).  
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The action plan contains support programmes to ensure that education is accessible to the 
learner (DBE, 2014). While the policy is aimed at identifying learner needs, the process also 
determines the eligibility of learners for admission to special education needs (SEN) schools for 
learners with MID or SID. It should be noted that the policy does not imply that children with 
high support needs, such as SID learners, must go to special schools. They can also be supported 
in their mainstream neighbourhood or full-service schools (DBE, 2014). Placement at a SEN 
school is only considered once all other options for supporting a learner at a local school have 
been explored and with the consent of the parent (DBE, 2014). Therefore an understanding of 
the way in which mainstream schools adopt and endorse inclusion is needed to provide SID 
learners with the appropriate learner support. Within the learner support programme, the SIAS 
process provides guidance to schools with regard to the support services required and is used to 
inform the allocation of roles and responsibilities (Dalton et al., 2012). All learners have a right 
to be supported academically, socially and emotionally (DBE, 2014). “A learner’s level of 
functioning and participation in the teaching and learning process determines eligibility for 
support” in accordance with the International Classification of Functioning, Disability and Health: 
Children & Youth Version (ICF–CY) (DBE, 2014, p. 16). Therefore the range of support services to 
be provided is determined by the level of support required by the learner (DBE, 2014).  
Intellectual disabilities are defined as “neurodevelopmental disorders that begin during the 
developmental period” in the Diagnostic and Statistical Manual of Mental Disorders, 5th 
Edition (DSM-5) (American Psychiatric Association [APA], 2013). They are marked by deficits in 
intellectual functioning in addition to deficits in adaptive functioning (APA, 2013). For a diagnosis 
of intellectual disability according to the DSM-5, three criteria must be present: (1) “Deficits in 
intellectual functioning such as reasoning, problem solving, planning, abstract thinking, 
judgment, academic learning, and learning from experience, which must be established by a 
clinical evaluation as well as individualised standard Intelligence Quotient (IQ) testing” (APA, 
2013, p. 33); (2) “Deficits in adaptive functioning that significantly hinder conforming to 
developmental and sociocultural norms for the individual's independence as well as the ability 
to carry out their social responsibility; and (3) The onset of these deficits during childhood” (APA, 
2013, p. 33). 
Learners with SID display a diverse range of characteristics, including considerable delays in 
attaining developmental milestones (Sattler, 2002); considerable difficulties in communication 
and/or speech (Sattler, 2002), dependency on caregivers or educators for assistance with feeding 
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and toileting (DBE, 2016) and challenges in movement (Browder et al., 2014). Some learners may 
have associated behavioural problems (Browder et al., 2014). Due to inadequate communication 
skills, some SID learners may not be able to utilize multiple means of communication such as 
speech, body language and facial expressions, used by other learners (NA SEM, 2015). Learners 
with SID need supervision in almost all settings (NA SEM, 2015) and therefore require a high level 
of support at school comprising of (DBE, 2014): 
 The availability of support specialists such as specialist educators, speech therapists, 
physiotherapists, occupational therapists, psychologists, class assistants and nurses. 
These specialists may be needed on a day-to-day basis or once weekly and should be 
accessible on-site full-time. 
 Individual support/supervision or small group support on a daily basis. 
 A small class size (educator: learner ratio). 
 Specialised LTSM and individualised assistive devices. 
 Permanent specialised facilities and programmes to accommodate the learners. 
These high-level support needs highlight the great responsibility placed on an educator working 
with learners who have SID (Murungi, 2015). However, such learners with high-intensive support 
needs continue to find themselves in under-resourced mainstream schools, with educators who 
are not qualified or who do not feel competent to provide for their educational and supportive 
needs (Dreyer, 2017). This study therefore focuses specifically on the psychoeducational support 
provided to learners with SID in a mainstream primary school from the perspective of the 
educators. The following section gives an exposition of the rationale for this study. 
1.3 Rationale for this study 
The motivations for this study will now be explained. 
Firstly, there is a general misunderstanding of the concept of inclusion amongst educators. To 
create an inclusive environment, educators are required to have a theoretical understanding of 
inclusion as well as the varying needs of learners with or without disabilities (Donohue, 2014). In 
South Africa, although educators report that they understand and concur with the notion of 
inclusion, they often believe separate classrooms or schools are better suited to cater to the 
needs of learners with more severe or profound intellectual disabilities (Engelbrecht et al., 2015). 
SEN schools accommodate children with MID, whilst special care centres further segregate CSPID 
(Capri et al., 2018). Even though there is a concerted shift from “the traditional medical deficit 
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approach to an eco-systemic support approach”, the segregation of learners with disabilities 
under the apartheid government was largely based on the medical deficit approach (Nel N.M. et 
al., 2016, p.3). The understanding of inclusion from this perspective has created an attitude that 
learners with disabilities should be taught in separate education facilities and this notion has 
become imbedded in the South African teaching culture (Engelbrecht et al., 2015). Whilst 
traditional models were designed to treat pathology, illness, liability, and dysfunction, 
psychoeducational interventions reflect a more holistic and competence-based approach 
(Lukens & McFarlane, 2004).  Educators are therefore required to produce a mind-set shift as 
well as a change in attitudes, behaviour, curricula and methods of teaching to respond to the 
needs of all learners (DBE, 2014).  
Secondly, due to a lack of effective preparation and training, educators are often unable to 
accommodate the varying needs of learners with SID. “65% of mainstream educators” do not 
possess a “formal initial educator education qualification” comprising of training on ways of 
responding to diverse learning needs within mainstream classrooms (Nel N.M. et al., 2016, p.2). 
Methods of planning and adapting the curriculum to cater for the varying needs of learners in 
classrooms are not adequately addressed in training and development programmes for 
educators (Dalton et al., 2012). Highly trained educators are needed so that learners with SID 
achieve their full potential. Educators need to be fully trained in aspects such as relationship 
training, meaningful, age-appropriate programming, communication skills development, active 
family involvement, positive behaviour support, systematic instruction, (DBE, 2016) and 
collaborative teaming (Makoelle, 2014). This necessitates continuous professional development 
training and classroom support so that educators gain the necessary skills within their school 
communities as well as from the District Office (DBE, 2011).  
Thirdly, the implementation of inclusive practices in mainstream classrooms is stressful for 
educators (Engelbrecht et al., 2003). An individual with SID requires support for all daily living 
activities and requires supervision at all times. Additionally, their short attention span and poor 
communication can be particularly stressful for educators (Engelbrecht, 2001). Skill acquisition 
for individuals with SID involves long-term teaching and ongoing support. In some instances, SID 
learners’ use of inappropriate social behaviour can also be stressful (Engelbrecht, 2012). The high 
level of support required by SID learners can become increasingly difficult for an educator to 
provide if there is inadequate institutional support. In addition to the factors mentioned above, 
educators also include administrative issues, their own self-perceived competence, cases in 
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which learners are abused and neglected (Donohue & Bornman, 2014) and the lack of interaction 
with parents of learners with intellectual disabilities as factors that create stress (Engelbrecht et 
al., 2003). Institutional support for educators is vital for the successful implementation of 
inclusive education (Engelbrecht, 2006). For educators working with SID learners it is therefore 
essential to have educator assistants, support staff and educational professionals in the school 
environment in addition to appropriate support from the district officials. 
Lastly, there is often inadequate support provisions to carry out psychoeducational interventions 
in schools. Support provisions are dependent on a specific learner's disability but includes 
educational provisions, specialised equipment and classroom concessions (Donohue & Bornman, 
2014). Research including school principals in Gauteng, showed that specialised support services 
are rarely or never provided to most learners with disabilities (Donohue & Bornman, 2014). 
Support is integral in successful inclusive education practice as basic services accessible in typical 
mainstream classes do not adequately address the needs of many learners with disabilities 
(Donohue & Bornman, 2014). Learners with SID typically require considerable levels of support 
therefore the provision of specialised LTSM and other resources such as specialised and 
individualised assistive devices, permanent specialised facilities and adapted programmes to 
accommodate the learners is essential (DBE, 2014). 
1.4 Problem statement  
In South Africa, the right to access education extends equally to all learners. Based on this 
principle, the education system is responsible for the development of and sustained learning for 
all learners. An intricate relationship concerning the learner, their institution of learning, the 
wider education system as well as the economic, social and political context exists, in which they 
are all interconnected. Effective learning and development are dependent on these components. 
Public-funded education and support services have not been provided to the majority of learners 
with SID in South Africa. While efforts are being made to accommodate such learners, certain 
barriers bring about the failure of the education system to accommodate their diverse needs. 
This leads to a breakdown in learning or the prevention of SID learners from accessing 
educational provision.  
These barriers may include the conceptual misunderstanding of inclusion by educators; the 
insufficient training of educators; the stress associated with educating SID learners and the lack 
of support provisions in the institutional setting. Even though educators are required to sustain 
“high quality education practices”, they continue to struggle with the implementation of 
9 
  
inclusive educational practices. Therefore, it is evident that the implementation of 
psychoeducational support for learners with SID in mainstream schools should be further 
researched. This study aimed to describe such support given to SID learners in a mainstream 
primary school from the perspective of the educators. The chapter began with an orientation to 
this particular study, the background as well as motivations for the study were explained. The 
next section will provide the theoretical framework informing the study. 
1.5 Theoretical framework informing the study  
A theoretical framework enables a channel of communication between the literature and 
research study. A “specific conceptual framework” then develops from the theoretical 
framework and this can be defined as “the alignment of the key concepts of the study” (Henning 
et al., 2009, p. 26). In the past, researchers such as Urie Bronfenbrenner have made a concerted 
effort to comprehend how children develop in their social context and society (Geldenhuys & 
Wevers, 2013). Urie Bronfenbrenner is credited with studying human development within the 
natural environments in which it occurs rather than within in a clinical laboratory setting 
(Anderson & Boyle, 2014). In the context of inclusive education, Bronfenbrenner’s bioecological 
model is useful for understanding the context of the learner (Anderson & Boyle, 2014). Within 
the ecosystem of inclusive education each of the systems or environments have an impact on 
the learner (Bronfenbrenner, 2005). Therefore understanding the links between learners’ 
formative social experiences and their behavior appears essential. The bioecological model 
includes a number of role players such as schools, parents and learners, who influence the 
education system. The environment is described as a “set of nested” structures (micro-, meso-, 
exo-, macro- and chronosystems) and all of these structures influence the learners’ development 
(Bronfenbrenner, 1979, p.3). 
The microsystem is the structure in which the interaction between caregivers, relatives, peers, 
educators and schools, initially influences the learner (Nel, N.M et al., 2016). These relationships 
can be described as bi-directional, indicating that adults influence a learners’ development and 
vice versa (Bronfenbrenner, 2005).In this initial stage, the nature and quality of relations that 
children have at home or among their peers have been shown to carry over and influence their 
behavior in school. For educators, the home environment and parenting practices have 
important implications for creating personalised learning environments for learners. 
Psychoeducational support should ideally start in this initial structure (Du Plessis, 2013). For 
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learners with SID, it is vital for the educator to consider who is involved in the learners’ 
microsystem and incorporate those individuals into the intervention goals (Du Plessis, 2013).  
The mesosystem is the second contextual structure and contains the microsystem 
(Bronfenbrenner, 2005). The mesosystem is essentially a system of microsystems and delineates 
the ways in which these contexts typically are integrated and act together to influence learners’ 
behavior. Psychoeducational support is pivotal in the mesosystem as the optimal development 
of the child is dependent on the reciprocal relationships between the home and school, the 
workplace and the school and decision making by parents and educators (Mulisa, 2019). 
Intervention in this structure would include the homeroom educator as well as other educators 
and specialised staff such as an occupational therapist or a physiotherapist (Nel, N.M. et al., 
2016). In this context, all of these role players, together with the learner’s parents would assist 
each other in drawing up attainable goals by means of an Individual Education Plan (IEP) (Mulisa, 
2019). 
The micro and mesosystems are positioned in the exosystem. Role players includes distant 
relatives, the local neighbourhood, parents’ work place and policies such as the EWP6 and SIAS, 
(Nel, N.M. et al., 2016). Though it does not affect the learner directly, these influences can play 
a significant part in the efficient operation of the support structures afore mentioned (Mulisa, 
2019). White papers and policies such as EWP6 and SIAS have been implemented to give effect 
to inclusive education, and these have an impact on learners with SID and their educators who 
require support. The macrosystem involves the broader culture and ideological worlds, belief 
systems, societal values, political trends and community’s practices as powerful elements in a 
child’s development (Mulisa, 2019). The broader tenets of these components have an effect on 
the interactions of the other layers (and this directly impacts on the development of the learner 
Engelbrecht et al., 2015).  
The chronosystem includes sequential “change in bioecological systems or in individuals” and 
these changes produce new conditions which affect learner development (Nel, N.M. et al., 2016, 
p.3). The dimension of time relates to the environment of the child and is therefore encompassed 
in this system. In order to successfully provide psychoeducational support, it is essential for 
structures providing support to take note of learners’ and educators’ evolving needs as children 
react differently to environmental changes (Nel, N.M. et al., 2016). The implementation of 
inclusive practices in classrooms for educators can be stressful and demanding, particularly when 
the support structures available are inadequate and ineffective (Donohue & Borman, 2014). 
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Traditionally, training programmes for educators did not include skills to cope with learners who 
experienced learning barriers (Dreyer, 2017). However, in today's inclusive education system, 
educators are responsible for all the learners in their classroom (Dreyer, 2017).  
The inclusion of learners with SID who require additional support needs in mainstream schools 
continues to be a focus of education debates around the world (Murungi, 2015). The research 
question in this study is thus based on these enquiries. Education cannot be taken out of context, 
so placing learners in a SEN school will remove them from the community in which they belong 
(Engelbrecht et al., 2015). However, if there aren’t adequate resources to accommodate a SID 
learner in a neighbourhood mainstream school, they are compelled to access those services at a 
SEN school. Thus, the objective of this study was to describe the psychoeducational support 
provided to SID learners accommodated in this mainstream school. 
1.6 Research Question  
Based on the discussion above and the motivation for this study, the following research question 
has been formulated: 
What psychoeducational support is provided to SID learners in a mainstream primary school? 
1.7 Aim of the study 
In congruence with the research question, the aim of the study was to describe the 
psychoeducational support provided to SID learners in a mainstream primary school from the 
perspectives of the educators.  
1.8 Methodological orientation  
The research carried out was qualitative and grounded in an interpretive paradigm in order to 
describe the experiences of the participants involved. The aim in applying the interpretivist 
approach to this study was to present the psychoeducational support provided to learners with 
SID in a mainstream school from the perspective of the educators.  
In qualitative research, through a subjective lens, the researcher is seen as the primary collector 
of data (Flick, 2018), furthermore, the researchers’ role as an active participant in the study is 
emphasised (Denzin & Lincoln, 2008). Consequently, this research was guided by the researcher’s 
feelings and beliefs about the world and the way in which it is understood and examined (Denzin 
& Lincoln, 2008). Whilst carrying out their research, researchers who make use of qualitative 
approaches are inclined to focus on the views of the participants; ask open-ended questions; and 
they collect data in the natural setting as the study develops (Creswell, 2014). This study 
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attempted to understand and gain insight into the shared experiences and perspectives of the 
educators as research participants. A qualitative approach is most fitting for this study because 
it fostered a more comprehensive view of the lived experiences of the educators and their own 
understanding of the way in which they interact, support and work with SID learners.  
This research is a qualitative case study. Utilising a case study method allowed the researcher to 
carefully study the data within a specific context, i.e. the school, through a limited number of 
participants. Case studies explore and investigate current, real-life phenomenon and their 
relationships through an in-depth contextual analysis. A case study is defined as “an empirical 
inquiry that investigates a contemporary phenomenon within its real-life context” and is 
categorised into three types, namely, exploratory, descriptive and explanatory case studies (Yin, 
1984, p. 23). A descriptive case study was conducted for the purpose of this research, in which 
the participants (LSEN educators) gave a clear indication of the psychoeducational support 
provided to learners with SID in addition to the difficulties they encountered in the process. 
 
1.9 Clarification of concepts  
Intellectual disability (ID) 
Intellectual disabilities in the DSM-5 are defined as “neurodevelopmental disorders that begin in 
childhood” (APA, 2013, p.33). They are marked by intellectual deficits in addition to adaptive 
deficits. A diagnosis of ID as per the DSM-5 requires the satisfaction of three criteria: 
“1. Deficits in intellectual functioning—reasoning, problem solving, planning, abstract thinking, 
judgment, academic learning, and learning from experience—confirmed by clinical evaluation 
and individualised standard IQ testing” (APA, 2013, p. 33). 
“2. Deficits in adaptive functioning that significantly hamper conforming to developmental and 
sociocultural standards for the individual's independence and ability to meet their social 
responsibility” (APA, 2013, p. 33)  
“3. The onset of these deficits during childhood”, (APA, 2013, p. 33). 
The severity of the condition can be described in terms of MID, SID and PID. 
Mild/moderate intellectual disability (MID) 
Most people with ID have mild intellectual disabilities (NA SEM, 2015). For individuals with MID, 
there are delays in all aspects of conceptual development, as well as in adaptive skills. Since they 
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are able to learn practical life skills, such individuals are able to function in everyday life with 
minimal levels of support (NA SEM, 2015). Individuals with moderate ID are able to learn basic 
health and safety skills, they can look after themselves and visit familiar places in their 
community (NA SEM, 2015). 
Severe intellectual disability (SID) 
Severe intellectual disability displays as major developmental delays (Sattler, 2002). Individuals 
with SID have limited communication skills but have the ability to understand speech (Sattler, 
2002). Such persons require “daily assistance with self-care activities and safety supervision 
despite being able to learn simple daily routines and engage in simple self-care” (DBE, 2016, 
p.25).  
 
Profound intellectual disability (PID) 
Individuals with PID often have inherited syndromes (Sattler, 2002). They need close supervision 
and assistance with activities of self-care as they cannot live independently. These individuals 
have limited communication skills and often have physical limitations. Associated medical 
conditions are more likely to occur in individuals with severe or profound ID than in those with 
mild to moderate ID. 
 
Inclusive education (IE) 
Inclusive education is concerned with developing inclusive education systems and communities 
that identify and respond to the varying needs of all their learners (UNESCO, 1994). All learners 
should be accommodated in educational systems irrespective of their physical, intellectual, 
emotional, social, linguistic or other circumstances (UNESCO, 1994). IE is therefore concerned 
with the creation of learning opportunities for all learners in which all stakeholders can 
participate (Engelbrecht et al., 2015). It is the negation of certain beliefs about ability as being 
permanent and the notion that the presence of some learners with disabilities may hold others 
back (Engelbrecht et al., 2015).  For educators, it is the ability to see difficulties and barriers in 
learning as professional challenges rather than shortfalls in learners (Florian & Black-Hawkins, 
2011). Inclusive education is concerned with accommodating the diverse needs of learners by 
transforming educational environments, instead of altering the learner to suit the environment 





Learning support  
Without support, educators in inclusive classrooms are not able to accommodate all learners 
effectively. ‘Support’ in a classroom refers to learning support provided by educators to 
individual learners (Engelbrecht et al., 1999). It also refers to the structures and provisions 
beyond the classroom that allow educators to provide support to learners (Engelbrecht et al., 
1999). Learning takes place easily when educators provide learning support. Learner support is 
identified in the SIAS policy document as “the availability of assistive devices; LTSM; specialised 
equipment; the accessibility of specialist support staff; a differentiated curriculum to respond to 
the individual needs of learners; the provision of initial and on-going training and development 
and environmental access” (DBE, 2014, p.18). 
 
Psychoeducational support 
Psychoeducational support is an interdisciplinary approach uniting educational intervention with 
psychological support (Berger, 2012). It is concerned with providing holistic and integrated 
support services which can be carried out through interdisciplinary team collaboration (DoE, 
2001). Interdisciplinary collaboration refers to the teamwork between the DBST; the SBST; 
educators; learning support educators; support personnel such as therapists and psychologists, 
specific disabilities experts; other health and welfare professionals; curriculum specialists; 
parents and community role players who provide effective learning support (DoE, 2001).  
 
Mainstream school 
This is an ordinary neighbourhood school that all children attend. It is mandatory for mainstream 
schools to “reasonably accommodate” children with disabilities (DBE, 2014). The SIAS policy 
(DBE, 2014) states that all children should attend their local neighbourhood school first, 
irrespective of their disabilities. 
 
School-Based Support Teams (SBSTs) 
School-Based Support Teams (also known as Institution-level Support Teams) are school-level 
support mechanisms, whose principal function is to establish co-ordinated school, learner and 
educator support services (DBE, 2014).  
 
Special Education Needs (SEN) Schools   
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SEN schools are primary and high schools that deliver “specialised education programmes to 
learners who require access to highly intensive educational support” (DBE, 2014, p.9). It is 
mandatory for SEN schools to specialise in education for children with specific “severe” 
disabilities (DoE, 2001). Only after children have been screened through the SIAS policy process 
at a mainstream school, should they be placed in a SEN school that specialises in the 
accommodation of their specific disability (DBE, 2014). 
 
1.10 Study division  
Chapter 1 introduces the research question and rationale for the study. The theoretical 
framework informing the study was presented and the key concepts were clarified.  
 
Chapter 2 presents an in-depth classification of severe intellectual disabilities. Psychoeducational 
support given to learners with SID was reviewed while discussing an international perspective as 
a milieu.  A synopsis of the challenges educators face and the barriers that impact on effectively 
achieving an inclusive education system for all children in South Africa was also presented.  
Chapter 3 offers a description of the research methodology and design used to conduct the 
study. The research site as well as the participants of the study, the researcher’ role, 
trustworthiness and the ethical considerations of the study are also discussed. 
 
Chapter 4 provides a discussion on the analysis of data and the findings of the study. The major 
themes are identified and presented. 
Chapter 5 includes a summary of the research study. The research question is addressed by 
means of a discussion of the findings of the research in relation to the literature study. The 
strengths and limitations of the study are presented and recommendations for further study are 






2.1 Introduction  
This chapter provides an in-depth classification of severe intellectual disability (SID) and an 
examination of the definition of inclusion. A review of international and national literature in 
relation to the education of children with SID in mainstream settings is also presented. Lastly, a 
synopsis of the barriers that hinder the success of achieving an inclusive education system for all 
children in South Africa is provided. 
2.2 Severe Intellectual Disability 
Intellectual disabilities in the DSM-5 are defined as “neurodevelopmental disorders that begin in 
childhood” (APA, 2013, p.33). These disorders are characterised by deficits in intellectual 
functioning in addition to impairments in adaptive functioning (APA, 2013). The disorder is 
considered chronic and often co-occurs with other mental conditions such as depression, 
attention-deficit/hyperactivity disorder (ADHD), and autism spectrum disorder (ASD), (APA, 
2013). An individual with SID generally shows delays in reaching early developmental milestones, 
such as sitting up or walking. They also usually show one or more biological anomalies that are 
indicative of a genetic or medical disorder. The severity of the condition can be described in 
terms of MID, SID and PID and is based primarily on adaptive functioning in three domains, 
namely; the conceptual, social and practical domains (APA, 2013). The domains determine the 
degree to which an individual copes with everyday tasks (APA, 2013). There is no particular age 
requirement for intellectual disability and the onset of symptoms must begin during childhood 
(APA, 2013). 
By the time individuals with SID start school, they may be able to move on their own and perform 
some basic self-care activities such as dressing or feeding themselves and using the toilet. The 
conceptual domain involves skills in reading, writing, language, mathematics, knowledge, 
memory and reasoning (APA, 2013). An individual with SID usually has limited understanding of 
numerical concepts such as money, quantity and time and they often have literacy difficulties. 
They require extensive support for problem solving throughout life (NA SEM, 2015). The social 
domain includes aspects such as interpersonal communication skills, the capability to make and 
maintain friendships, to display empathy and social judgment (APA, 2013). For individuals with 
SID, speech in terms of vocabulary and grammar is also restricted (NA SEM, 2015). Spoken 
language is fixated on the present and relationships with family members and caregivers are a 
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means of pleasure and assistance (NA SEM, 2015). The practical domain includes areas such as 
personal care, financial management, job responsibility and the organization of school and work 
tasks (APA, 2013). An individual with SID requires supervision at all times and support for all 
activities of daily living (DBE, 2014). Therefore, skill acquisition for individuals with SID involves 
ongoing support as well as long-term teaching (DBE, 2014).  
Intellectual disability may be associated with a genetic syndrome, and in this case, there may be 
a characteristic physical appearance (as in, e.g., Down syndrome), (APA, 2013). In acquired forms, 
the onset of intellectual disability may be abrupt following an illness such as meningitis or 
encephalitis or head trauma occurring during the developmental period (APA, 2013). When 
intellectual disability results from a loss of previously acquired cognitive skills, as in severe 
traumatic brain injury, the diagnoses of intellectual disability and of a neurocognitive disorder 
may both be assigned (APA, 2013). After early childhood, the intellectual disability is generally 
lifelong, although severity levels may change over time (APA, 2013). The course may be 
influenced by underlying medical or genetic conditions and co-occurring conditions (e.g., hearing 
or visual impairments, epilepsy). 
Communication disorders and specific learning disorders may co-occur with intellectual disability 
(APA, 2013). Intellectual disability is also common among individuals with autism spectrum 
disorder. The most common co-occurring mental and neurodevelopmental disorders are 
attention-deficit/hyperactivity disorder; depressive and bipolar disorders; anxiety disorders; 
autism spectrum disorder; stereotypic movement disorder (with or without self-injurious 
behavior); impulse-control disorders; and major neurocognitive disorder. Major depressive 
disorder may occur throughout the range of severity of intellectual disability (APA, 2013). 
Individuals with intellectual disability, particularly those with more severe intellectual disability, 
may also exhibit aggression and disruptive behaviours, including harm of others or property 
destruction (APA, 2013). 
According to the American Association on Intellectual and Developmental Disabilities (AAIDD), 
individuals with SID require an immense amount of support (Braaten, 2018). This support refers 
to an array of assistance that helps the individual function effectively in society. Support can be 
described as formal assistance provided by health care professionals, psychologists, education 
specialists, teachers etc. or informal assistance from family, friends and community members 
(Braaten, 2018). According to the AAIDD, there are four possible types of support needed based 
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on the severity of the disability and how long the support is needed (Braaten, 2018). Individuals 
with mild intellectual disabilities may only need intermittent support. They may only require 
additional supports during times of transition, uncertainty, or stress (Braaten, 2018). For 
individuals with moderate intellectual disabilities who can learn to improve their adaptive 
behaviour, limited support is required. With additional training, such individuals can increase 
their conceptual skills, social skills, and practical skills (Braaten, 2018). However, they may still 
require additional support to navigate everyday situations. Individuals with SID would usually 
require extensive support. These individuals usually have some basic communication skills and 
can complete some self-care tasks, they will usually require daily support as well as support that 
is more intensive (Braaten, 2018). Individuals with profound intellectual disability will require 
pervasive support. Daily interventions are necessary to help the individual function (APA, 2013). 
Supervision is necessary to ensure their health and safety. This lifelong support applies to nearly 
every aspect of the individual's routine (APA, 2013).  
 
2.3 Psychoeducational Support 
The term “psychoeducation” is used to describe a behavioural therapeutic concept consisting of 
four elements, namely; briefing a patients about their illness, providing problem solving training, 
providing communication training, and lastly, providing self-assertiveness training, whereby 
family members were also included (Muriungi & Ndetei, 2013). Psychoeducation or 
psychoeducational support within a school environment encompasses a broad range of activities 
that combine education and other activities such as counselling and supportive interventions 
(Berger, 2012). A psychoeducational intervention is comprehensive in nature as it considers all 
aspects of a learners’ life that might have an impact on his/her behaviour (Marlow, Garwood, 
Van Loan, 2017).   Psychoeducational support generally takes place through interdisciplinary 
team collaboration (DoE, 2001). Interdisciplinary collaboration refers to the teamwork between 
the DBST; the SBST; educators; learning support educators; support personnel such as therapists 
and psychologists, specific disabilities experts; other health and welfare professionals; 
curriculum specialists; parents and community role players who provide effective learning 
support (DoE, 2001).  
 
Multiple perspectives are considered and both the environment(s) and the learners’ behaviour 
within numerous social contexts are evaluated (Marlow, Garwood, Van Loan, 2017).     Learners 
with SID display a diverse range of characteristics, including considerable delays in attaining 
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developmental milestones (Sattler, 2002); considerable difficulties in communication and/or 
speech (Sattler, 2002), dependency on caregivers or educators for assistance with feeding and 
toileting (DBE, 2016) and challenges in movement (Browder et al., 2014). Some learners may 
have associated behavioural problems (Browder et al., 2014). The provision of adequate support 
that helps children and adolescents with intellectual disabilities (ID) to develop to their fullest 
potential requires professionals who are committed to good practices in psychoeducational 
assessment and intervention, and who understand the importance of adopting holistic 
approaches (Schalock et al., 2010). With an increasingly diverse learner population, inclusion has 
become one of the many problems facing the South African education system. 
 
2.4 Inclusive Education  
The term inclusive education (IE) can be defined in many ways by competing discourses. For the 
purpose of this research study, the definition aforementioned has been accepted, i.e. all learners 
should be accommodated in educational systems regardless of their physical, intellectual, 
emotional, social, linguistic or other circumstances. In addition, inclusive education is about 
developing education systems as well as inclusive communities which recognise and respond to 
the diverse needs of their learners (UNESCO, 1994). EWP6 (DoE, 2001, p.6) outlines inclusive 
education and training as:  
a. “Acknowledging that all children and youth can learn and that they need support” 
b. “Enabling education structures, systems and learning methodologies to meet the needs 
of all learners”  
c. “Acknowledging and respecting differences in learners, whether due to age, gender, 
ethnicity, language, class, disability, HIV or other infectious diseases” 
d. “Broader than formal schooling and acknowledging that learning also occurs in the home 
and community, and within formal and informal settings and structures”  
e. “Changing attitudes, behaviour, teaching methods, curricula and environment to meet 
the needs of all learners and;” 
f. “Maximising the participation of all learners in the culture and curriculum of educational 
institutions and uncovering and minimising barriers to learning” (DoE, 2001). 
 
Inclusive education rejects the notions that ability in individuals is permanent and that the 
presence of certain learners may hold others back (Engelbrecht et al., 2015). Inclusive education 
is primarily concerned with creating learning opportunities for all learners (Engelbrecht et al., 
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2015). The principles that support inclusive practice are summarised in the four key elements of 
inclusion presented by UNESCO (2005, p.15): 
 
1. “Inclusion is a process. It is about learning how to live with difference and learning how 
to learn from difference. It has to be seen as a never-ending search to find better ways of 
responding to diversity”.  
2. “Inclusion is concerned with the identification and removal of barriers. It involves 
collecting, collating and evaluating information from a wide variety of sources in order to 
plan for improvements in policy and practice. It is about using evidence of various kinds 
to stimulate creativity and problem-solving skills”.  
3. “Inclusion is about the presence, participation and achievement of all learners. Presence 
is concerned with where children are educated, and how reliably and punctually they 
attend; participation relates to the quality of their experiences and must incorporate the 
views of learners; and achievement is about the outcomes of learning across the 
curriculum, not just test and exam results”.  
4. “Inclusion invokes a particular emphasis on those groups of learners who may be at risk 
of marginalisation, exclusion or underachievement. This indicates the moral 
responsibility to ensure that those at risk are carefully monitored, and that steps are 
taken to ensure their presence, participation and achievement in the education system”. 
 
To ensure social justice in education, inclusive education allows for the enrolment of SID learners 
in mainstream schools to provide them with the same standard of quality education provided to 
mainstream learners (Du Plessis, 2013; Cornelius & Balakrishnan, 2012). Integration of learners 
with disabilities refers to “partial or full physical placement” of such learners in mainstream 
settings (Polat, 2011, p.50). Inclusion therefore suggests more than just physical presence, it 
includes the “process of altering attitudes, values, policies and practices within the school” 
(Polat, 2011, p.50). A full inclusion model is one that moves toward the accommodation of 
learners with special education needs into a mainstream system where the needs of all learners 
can be met (Konza, 2008). This movement is positioned within a “broad social justice agenda, 
which contends that equality for all learners must include access for all learners to their local 
neighbourhood school” (Polat, 2011, p.51). Inclusive schools promote social inclusion by valuing 
and embracing differences as well as cultivating attitudes of respect and acceptance (Meltz et 
al., 2014). However, cognisance must be taken of the right of all learners (with and without SEN)  
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to access an education system and to receive quality education as well the rights of the educators 
and other stakeholders as this forms the foundation for a fair and unbiased society (Meltz et al., 
2014).  
 
2.5 A review of international literature pertaining to inclusion of SID children  
The view of inclusion as part of a broad social justice agenda is reinforced by United Nations 
policies such as; the Convention on the Rights of the Child (United Nations, 1989), the Standard 
Rules for the Equalisation of Opportunities for Persons with Disabilities (United Nations, 1993) 
and the Salamanca Statement (UNESCO, 1994), which uphold the rights of children. 
Furthermore, countries are urged to ensure that all of their educational policies, plans and 
practices are guided by the principles of inclusion and equity (UNESCO, 2017). The next section 
will provide examples of the manner in which developed countries make use of educational 
policies to respond to social justices in education.  
2.5.1 Inclusive education in Italy  
Italy has been internationally recognised for pursuing the right to inclusive education for all 
learners with disabilities in mainstream settings (D’Allessio, 2011, 2012, 2013). In 1992, Italy 
became internationally acknowledged for the milestone policy of “integrazione scolastica” or 
school integration (D’Alessio, 2011, 2012, 2013). In 1971, Italy sanctioned the education of 
learners with and without disabilities in regular, mainstream classrooms (D’Alessio, 2011, 2012, 
2013). Segregation in schools was considered a crime against human rights. “Integrazione 
scolastica” refers to full inclusion irrespective of the severity or type of disability (Anastasiou et 
al., 2015). The reasoning leading to the closure of special schools and classes was that it was 
challenging to distinguish between degrees of severity and that separate special education is 
discriminatory (Anastasiou et al., 2015).  
In Italy, learners with special education needs are classified into three categories: “(1) Learners 
with severe physical or intellectual impairments diagnosed by the local health units and 
according to the school integration policy; (2) Learners with learning difficulties, such as dyslexia 
and dyscalculia, certified by a public or private clinical diagnosis and (3) Learners with cultural, 
linguistic and socio-economic disadvantages, who are identified according to special education 
needs directives and policies” (Anastasiou et al., 2015, p.431). This system of categorisation 
creates different types of provision for learners: the “first sub-category of SEN learners is eligible 
for additional provision and funding (i.e. supplementary aids and specialist educators), the 
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second and third categories are only eligible to receive individual approaches to learning, which 
may include compensatory or dispensatory measures put in place by class educators” 
(Anastasiou et al., 2015, p.433). While almost “99% of learners with disabilities attend school 
within regular schools and mainstream classes”, Italy follows a “medical model with regards to 
the right to quality or appropriate education, identification and classification of disabilities” 
(Anastasiou et al., 2015, p.6). Individualised support is oriented towards learners with SID but 
does not clearly apply to learners with other SEN or learners with less severe disabilities 
(Anastasiou et al., 2015). The classification is a functional diagnosis based on the International 
Classification of Diseases (ICD-10) and International Classification of Functioning (ICF) and is 
given by a team of doctors of the local public health unit (Anastasiou et al., 2015). It is essential 
to have a preliminary diagnostic phase for learners for certification, which enables education 
services to focus on specific needs and appropriate support especially for learners with SID. 
However, it would be beneficial to all learners with learning barriers to be provided with a 
“detailed functional analysis of the problems that each learner shows, with education services 
trying to answer these specific problems with appropriate educational plans and support 
regardless of labels and classifications” (Anastasiou et al., 2015, p.11). 
As a means of support for learners with SID, the Italian education system focuses on 
individualised and intensive instruction based on individual education plans (IEP) (Anastasiou et 
al., 2015). In South Africa, as a result of the SIAS process, IEPs are drawn up for all learners with 
learning barriers irrespective of the severity of the disability (DBE, 2014). They can be formally 
developed by multidisciplinary teams including various people depending on the support that 
the learner requires or they can be informally developed by classroom educators who are 
concerned about the learning and development of individual learners (DBE, 2014). For SID 
learners who require more intensive support, the multidisciplinary team generally includes the 
classroom educator, a head of department, the parents or guardians and other professionals 
such as “remedial educators, occupational therapists, speech therapists, psychologists, social 
workers, physiotherapists and doctors” (DBE, 2014, p.21). 
In Italy, an IEP is drawn up by health professionals (such as neurological psychologists and clinical 
psychologists), the support educator and parents. A support educator is assigned to the class in 
which the child with an intellectual disability has been introduced, and a “curricular educator is 
responsible for the educative process of all the learners” (Anastasiou et al., 2015, p.7). Support 
educators are part of the teaching team and they work with curricular educators and 
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participate in all activities that concern the class as a whole, such as planning and assessment 
(Devecchi et al., 2012). An educator aide/assistant is someone who works under an educators’ 
supervision to give learners with SID additional attention and instruction. Studies have found that 
curricular educators typically pass on the teaching of learners with disabilities to the support 
educator who then is required to provide “physical and behavioural assistance, due to the lack 
of educator aides” (Anastasiou et al., 2015, p.8). Research has shown that support educators 
share feelings of “marginalisation, isolation and personal dissatisfaction as a result of the lack of 
support provisions such as educator aides” (Devecchi et al., 2012, p.180). They also reported 
feelings of helplessness in their ability to bring about effective support for inclusive practices 
(Devecchi et al., 2012). In Italy, initial and further education training programmes for educators 
fail to bring about competency in the planning of inclusive education (Anastasiou et al., 2015). 
“Full inclusion” therefore raises the issue of collaboration between support educators, general 
education educators and other support staff (Anastasiou et al., 2015). Learners with SID receive 
formal specialised services from health professionals who visit the learners during the school 
hours or informal services such as the “pull-out practice within the school but outside the 
classroom” (Anastasiou et al., 2015, p.435). Therefore in practice, the inclusion of learners with 
disabilities in mainstream classrooms in Italy consists of partial participation in classroom 
activities (Anastasiou et al., 2015).  
According to the literature, once they are classified, learners with SID in mainstream schools in 
Italy should be provided with specialised support services as per their IEPs. However due to lack 
of educator aides, most of the responsibility for these learners is placed on the support educator. 
This results in support educators feeling overwhelmed, isolated and dissatisfied. In cases where 
SID learners are provided with specialised support such as individualised therapy, they have to 
be taken out of the classroom for such services which results in only partial participation in most 
classroom activities. Some authors argue that full inclusion in Italian schools may just be “simple 
insertion” of learners with disabilities, instead of full integration, as the specific needs of different 
types of disabilities are not met (Anastasiou et al., 2015). Others argue that professional 
programmes and training for educators should be specialised to meet the aims of the 
“integrazione scolastica” policy (Anastasiou et al., 2015). It is evident that there is a genuine need 
for individualised special education and support services in public education systems in Italy 
(Anastasiou et al., 2015). Inclusion at any level provides challenges, and from the 
aforementioned case it is apparent that full inclusion is more challenging.  
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2.5.2 Inclusive education in Australia 
In Australia, the principal legislation for inclusive practice in schools is contained in the 
Commonwealth Disability Discrimination Act of 1992 (DDA) (Anderson & Boyle, 2015). Inclusive 
education policies in Australia are reinforced by the legislative requirements in the DDA (1992) 
(Anderson & Boyle, 2015). The act is further strengthened by the Disability Standards for 
Education (2005). The Standards are the framework that outlines processes and considerations 
practices that are lawful according to the requirements of the DDA and that education 
authorities and schools use to make policies (Konza, 2008). Much like South Africa, the public 
education system in Australia excluded many children with very severe or multiple disabilities 
(Foreman, 2015). Australia is amongst a number of countries that have sanctioned the CRPD. 
Consequently, it became mandatory for education systems in Australia to improve their efforts 
in providing adequately resourced inclusive education to learners with disabilities (Foreman, 
2015). Researchers argue that the DDA is ambiguous with regards to where education should 
take place as it does not explicitly specify that learners with disabilities should be placed in 
mainstream schools (Foreman, 2015). Instead, it emphasises that individuals with disabilities can 
achieve their full potential in inclusive high-quality education systems that accommodate their 
needs (Foreman, 2015). According to the CRPD, education systems have to provide high-quality 
educational programmes for children and adults irrespective of their abilities (Foreman, 2015). 
In Australia, placement options are available for learners as well as structured approaches to 
identify learners with disabilities who require additional support opportunities (Forlin et al., 
2013). 
The definition of disability under the DDA includes physical, intellectual, mental, sensory, 
neurological and learning disabilities (Anderson & Boyle, 2015). Learners “with moderate to 
severe disabilities make up approximately 3,8% of the learner population” (Anderson & Boyle, 
2015, p.5). In every state in Australia there are education authorities that are “responsible for 
the funding and provision of educational services for learners with disabilities” (Rix, Sheehy, 
Fletcher-Campbell, Crisp & Harper, 2013, p.148). Most states use WHO or DSM-5 criteria to 
identify learners who may be eligible for additional funding (Rix, Sheehy, Fletcher-Campbell, 
Crisp & Harper, 2013). In Victoria, assessment is provided through an external agency to 
determine eligibility for extra support and a needs analysis is used to determine the level of 
educational support required (Forlin et al., 2013). The main support is funded by the “Program 
for Students with Disabilities” and consists of supplementary funding programmes for learners 
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with MID and SID in schools (Forlin et al., 2013, p.22). Specialist staff such as psychologists, social 
workers, speech therapists and roaming educators as also available as a means of support (Forlin 
et al., 2013). Early identification and intervention programs, similar to the SIAS process, are 
provided to ensure learners are identified early and are able to access support (Forlin et al., 
2013). In Queensland, the Education Adjustment Program (EAP) provides additional funding for 
learners diagnosed with ID, hearing impairments, physical disabilities, speech/language 
disorders and for those who are visually impaired (Forlin et al., 2013). A learner profile similar to 
the needs-based analyses described above, is used by the EAP to determine the extent of 
“additional support required for curriculum, communication, social participation and emotional 
wellbeing, health and personal care, and safety and learning environment/access” (Forlin et al., 
2013, p.24). In the Australian Capital Territory, only learners who meet certain criteria are 
granted access to services outside of the support received in the regular classroom. The 
classroom educator in collaboration with the principal, parents of the learner and a departmental 
moderator typically carries out an appraisal of needs that determines the support a learner 
requires in relation to access and participation in the classroom (Forlin et al., 2013). 
Much like South Africa, Australia has a number of settings for learners with disabilities which 
includes mainstream primary, secondary and senior secondary schools, SEN schools and SEN 
units in mainstream schools. In Australia, full inclusion refers to permanent placement in a 
mainstream classroom, with a learner participating fully in the curriculum as well as classroom 
activities (Forlin et al., 2013). “Partial inclusion indicates the learner has the option of placement 
in a special class situated in the physical grounds of the mainstream school” (Forlin et al., 2013, 
p.21). The learners may spend “part of the school day in a mainstream classroom or break times 
with the mainstream learners” (Forlin et al., 2013, p.21). Special schools are physically separate 
settings from local mainstream schools and commonly serve MID or SID learners (Cumming & 
Dickson, 2013). In the Australian education system, learner support is focused on two levels 
namely, “whole-school practice” and “in-class support” (Forlin et al., 2013). Whole-school 
practices include cultural adjustment, a review of policies and practices; the development of 
support structures; additional funding/provision as well as opportunities for equitable learning 
(Forlin et al., 2013). “In-class support includes the application of universal design the use of 
assistive devices and technologies, curriculum adaptation/differentiation and individual planning 
through IEPs” (Forlin et al., 2013, p.32).  
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Some SID children as well as those who have multiple disabilities are somewhat dependent on 
medication or therapeutic assistance therefore they require specialised staff who are available 
on-site at SEN schools (Foreman, 2015). Research indicates that these learners spend a large 
amount of their time at school in special classes or units (Foreman, 2015; Australian Institute of 
Health and Welfare, 2017) and there is evidence that suggests that in recent years,  the 
segregation of learners with emotional disturbance in separate educational facilities has 
increased (De Bruin, 2019). Furthermore, schools continue to turn away local learners 
particularly those with more severe disabilities by not allowing them to attend full time or by 
discouraging enrolment (De Bruin, 2019). Government education departments in Australia 
approach inclusion from a practical viewpoint, wherein larger education systems report a 
diminishing number of SEN schools, but maintain special learning units within mainstream 
schools to accommodate learners with more severe learning impairments (Australian Institute 
of Health and Welfare, 2017).  
In Australia, reasonable accommodation necessitates the education provider to collaborate with 
the affected learner and their family with regard to concessions or accommodations that may be 
required (Australian Institute of Health and Welfare, 2017). However, stakeholders in education 
often conveyed feelings of frustration as the provision of such accommodations for learners with 
disabilities is usually inconsistent and inadequate (Foreman, 2015; Australian Institute of Health 
and Welfare, 2017). The cost of educator aides and outside specialist support is expensive, 
therefore funding for children with severe impairments is moderately high in mainstream schools 
(Foreman, 2015). In some cases, the nature of a learners’ disability excludes them from 
placement in a mainstream school (Foreman, 2015). Integration programmes are demanding and 
place stress on educators who have to balance the high support needs of a SID learner with the 
needs of the whole class (Vaz et al., 2015). Principals and educators in Australian schools 
recognised a need for further training and resources to assist in delivering inclusive education to 
the diverse range of learners in their classrooms (Vaz et al., 2015). There is still reluctance among 
principals and educators, as well as education administrators and unions, to embrace inclusion 
as they feel they are still not accurately equipped to provide fully inclusive education systems 
(Vaz et al., 2015). Even though inclusive practices for learners with disabilities are emphasised in 
educational policies in Australia, there are still practical challenges in its implementation (Forlin 
et al., 2013). 
 
2.5.3 Inclusive education in Kenya 
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In Kenya, key legislation with regards to inclusive education includes the Special Needs Education 
Policy of 2009, The Persons with Disability Act of 2003, the Kenya Constitution of 2010 and the 
Children’s Act of 2001 (Elder, 2015). In an effort to create awareness about disability and special 
education in Kenya, the Ministry of Education formed the “Kochung task force in 2003” (Mwoma, 
2017, p.190). The task force was formed to provide recommendations to the Ministry of 
Education to strengthen special education in the country (Mwoma, 2017). The recommendations 
of the task force to the government included: training and development of educators; the 
strengthening of education assessment and resource centres by increasing budget allocations 
and equipping the resource centres and schools with assistive devices and equipment; and the 
conducting of a national survey focused on special needs education to determine the population 
of children with special needs in and out of school (Mwoma, 2017). 
 
Despite these recommendations, people with disabilities in Kenya continue to experience 
numerous challenges (Chomba et al., 2014). The use of the medical model of disability which 
places an emphasis on disability as a “disease” as well as traditional views have led to “negative 
attitudes and beliefs about the causes and consequences of disability” (Mwoma, 2017, p.192). 
Traditionally in Kenya, individuals with disabilities are viewed as unproductive in life and most 
people believe that disability in children is retribution by ancestors for the evil past deeds of their 
parents (Mukuria & Korir, 2006). Parents of children with more severe impairments tend to be 
ashamed of their children and hide them from the rest of society. Medical practitioners typically 
engage with the special education field regarding cases of learners with SID (Chomba et al., 
2014). It is typical for such individuals to be diagnosed and placed in mental hospitals (Chomba 
et al., 2014). In Kenya, Education Assessment Resource Centres (EARS) provide assessment and 
placement for children with learning barriers or impairments, whilst organizations such as the 
“Kenya Institute for the Blind (KIB) and the Kenya Institute for Special Education (KISE)” produce 
LTSM for children who are visually impaired children and train educators in special needs 
education (Mwoma, 2017, p.195).  Learners with MID are placed in special units in regular 
mainstream schools and those with SID are taught in SEN schools or “residential care centres” 
and are often excluded from the community (Kiarie, 2006 in Mwoma, 2017, p.196). The 
identification of children with emotional and behavioural problems is entirely left to medical 
professionals who make decisions about placement, usually without the consent of the parents 
(Mutua & Dimitrov, 2001). 
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Inclusive practices are emerging throughout Kenya and strategies to improve the academic 
achievement gap between mainstream learners and learners with disabilities are being 
developed (Mwoma, 2017). As in South Africa, there are policies which outline the assessment 
procedures, curriculum recommendations, and interventions in the process of integration in 
mainstream schools (Adoyo & Odeny, 2015). Integration movements strive to provide education 
to SID learners in close proximity to their mainstream peers to provide all learners with 
opportunities to interact and share experiences with each other (Adoyo & Odeny, 2015, p.48). 
However, there is a clear inconsistency between policy and practice (Chomba et al., 2014). 
Furthermore, “inadequate policy guidelines” on the inclusion of children with SEN as well as a 
“rigid curriculum” that has not addressed the needs of such children have been found to 
negatively affect inclusive practices in Kenya, and has led to the “marginalisation of children with 
special needs” (Mwoma, 2017, p.192). Children with high-level support needs such as SID 
learners are integrated into regular classrooms but often suffer because there is a lack of 
specialist support (Chomba et al., 2014). Other challenges include “inappropriate infrastructure; 
inadequate facilities; inadequate capacity of educators to manage learners with special 
educational needs in regular schools; inadequate and expensive learning materials; and 
inadequate supervision and monitoring of schools implementing inclusive education” (Mwoma, 
2017, p. 196; Ruteere et al., 2015). Most learners drop out of school because of these challenges 
(Chomba et al., 2014). Consequently, most parents in Kenya prefer special provisions for learners 
with SID as opposed to mainstreaming (Chomba et al., 2014). SID children in Kenya continue 
experiencing numerous challenges and the insufficient funding of the special education sub-
sector and inappropriate communication modes coupled with the inadequate support structures 
as described above, has led to the marginalisation of such children (Mwoma, 2017). Much like 
South Africa, the Kenyan government has provided legal frameworks and policy guidelines meant 
to create conducive learning environments for individuals with special needs wherein they are 
able to “interact, learn and enhance their full potential” (Mwoma, 2017, p.197). However, there 
are certain barriers that lead to the incapacity of the education system to accommodate 
diversity. This leads to a breakdown in learning or the prevention of SID learners from accessing 
educational provision. The aim of this study was to provide a description of the 
psychoeducational support provided to SID learners in a mainstream school in South Africa and 




2.6 Inclusive Education in South Africa 
In South Africa, EWP6 (DoE, 2001) encourages an inclusive approach to education in which the 
provision of educational support services are informed by the needs of learners with disabilities. 
This means that ordinary schools would accommodate learners who require low-intensive 
support, full-service schools would accommodate those requiring moderate support and special 
schools would continue to accommodate learners who require high-intensive educational 
support (DoE, 2001). The SIAS policy is intended to ensure an unbiased process in terms of 
admission, support and funding for learners with SEN (DBE, 2014). This is achieved by providing 
a “consistent process of screening, identification, assessment and support” for learners across 
the education system (DBE, 2014, p.13). In addition, the National Development Plan (2030) 
emphasises the education sectors’ role in building inclusive societies (Majoko et al., 2018). As 
much as “70% of children with disabilities of school going age” are not in school in South Africa 
(Donohue & Bornman, 2014, p.1). Of those who do attend, most are in separate institutions or 
schools for learners with SEN (Donohue & Bornman, 2014) and most CSPID are excluded from 
education (Mckenzie et al., 2017). In this regard, some authors suggest that South Africa is failing 
to achieve its education goals (Mckenzie et al., 2017) by not providing appropriate support for 
learners experiencing learning barriers in a range of educational settings (Donohue & Bornman, 
2014).  
Unlike the model of inclusion advocated in the aforementioned Italian case, in South Africa, 
EWP6 specifies that SEN schools should be strengthened rather than closed down and quality of 
education across all of the SEN schools should be developed (DoE, 2001). The main role of SEN 
schools would then include providing specific expertise and support to neighbourhood schools, 
particularly full-service schools (DoE, 2001). This role includes providing appropriate and quality 
educational provision for learners already enrolled in these institutions as well as specialised 
programmes for those in need of high levels of support such as SID learners (DoE, 2001). One of 
the main aims of EWP6 was to incrementally develop full-service schools to be “equipped and 
supported to provide for the full range of learning needs among all learners” (DoE, 2001, p.22). 
However, in order to identify learners with learning barriers early and provide appropriate 
support, changes to mainstream education would be required (DoE, 2001). Adaptations to SEN 
and specialised settings would also be required to adequately accommodate learners with MID 
and SID in mainstream education by means of appropriate support from DBSTs’ (DoE, 2001). 
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EWP6 intended to upgrade the quality of SEN schools and specialised settings to provide high 
quality services for learners with severe and multiple disabilities (DoE, 2001).  
One of the organising principles of the SIAS process is the “right of every child to receive quality 
basic education and support within their local community” (DBE, 2014, p.14). The IEP is used as 
a method of addressing support needs of children particularly those with high-support needs 
such as SID learners (DBE, 2014). The IEP is developed through a holistic process that involves 
educators, parents and a multidisciplinary team. The expected outcome is to “implement at least 
one strategy for each child based on the needs of the child whilst taking the needs of the parent 
into account” (DBE, 2014, p.16). This process is intended to guide the availability of reasonable 
accommodations in inclusive settings (DBE, 2014). The policy does not imply that, for instance, 
children with high support needs, such as SID learners, must go to special schools. They can also 
be supported in their mainstream neighbourhood or full-service schools and placement at a SEN 
school is only considered once all other options for supporting a learner at a local school have 
been explored and with the consent of the parent (DBE, 2014). However, any learner can be 
excluded when educators are untrained or inadequately provided with the resources or the 
institutional support needed to respond to a learner’s diverse needs (Geldenhuys & Wevers, 
2013). Physical and social structures may also exclude learners from receiving appropriate 
support, for example, inaccessible infrastructure at school may exclude learners with visual 
challenges or factors such as inaccessible public transport may exclude learners with physical 
challenges (Geldenhuys & Wevers, 2013). Children with more severe impairments are 
discouraged to enrol in mainstream schools by school officials and medical personnel (British 
Council for South Africa, 2018). Consequently they are referred to SEN schools, whose admission 
process can last as long as four years, and in the interim, these learners are left to wait at home 
or in care centres (Mckenzie et al., 2017). In some instances, even when children with SID are 
accommodated in mainstream schools while awaiting placement at SEN schools, they do not 
always have access to capacitated educators or specialist staff who have been trained in a range 
of assistive approaches (Mckenzie et al., 2017). This situation is not reflective of an integrative 
policy on inclusive education, instead, it can be viewed as an alternative to complete exclusion 
from the education system (Human Rights Watch, 2015). 
 
Learners with SID in South Africa have not been provided with equal access to education or 
support to that of their peers (Human Rights Watch, 2015). For these children, the elimination 
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of barriers to access would ensure a choice of an education system (Murungi, 2015). In the CRPD, 
the choice of an appropriate placement in the education system for a learner with disabilities 
takes preference over “the level of support necessary to facilitate learning for a child with 
disabilities” (Murungi, 2015, p.3170). In contrast, EWP6 stipulates that the level of support a 
learner requires is “the axis for the decision on the appropriate placement for the learner” 
(Murungi, 2015, p.3171). This difference is significant for learners because it affects the choices 
available for them (Murungi, 2015). In the case of EWP6, the learner has limited choices 
regarding where to study when the level of necessary support has been determined (DoE, 2001). 
This differs from the CRPD's approach, which prioritises equal choice in education for all children, 
and mandates governments to provide education to persons with disabilities in an “inclusive 
education system” to ensure the development of their potential, their sense of dignity and self-
worth (Murungi, 2016, p. 3185). 
In South Africa, there has been a concerted effort to shift from “a traditional medical deficit 
approach to a more ecosystemic support approach” to eliminate the segregation of learners with 
disabilities (Engelbrecht et al., 2015, p.3). Despite the fact that educators report they understand 
and agree with the notion of inclusion, they really believe that separate classrooms or separate 
schools are better equipped to cater to the needs of learners with more severe disabilities 
(Engelbrecht et al., 2015). The realisation of inclusive education is dependent on educators’ 
attitudes towards inclusive education and their understanding of its meaning and 
implementation (Engelbrecht et al., 2015). Furthermore, the implementation of inclusive 
educational practices in classrooms by educators are influenced by their own understanding of 
inclusion, “systemic contextual factors, for example, the ethos within their own schools as well 
as the wider educational system’s approach to inclusive education” (Engelbrecht et al., 2015, 
p.1).  
Educators can encourage or thwart the success of inclusion depending on their attitudes toward 
inclusive policies (Galaterou & Antoniou, 2017). Research suggests that educators’ attitudes are 
strongly influenced by the nature and severity of learners’ disabilities (child-related variables) as 
well as educational environment-related variables (Galaterou & Antoniou, 2017). Factors such as 
the accessibility of human resources are consistently found to be associated with attitudes to 
inclusion (Galaterou & Antoniou, 2017). An educator needs the correct attitude, knowledge and 
skills to cope with LSEN (Bothma et al., 2000). The relationship between attitudes and behaviour 
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is therefore assumed as an essential link. In other words, in order to ensure positive behaviour, 
or teaching outcomes, educators have to develop positive attitudes (Bothma et al., 2000).  
Current educator training in South Africa focuses on responding to the diverse needs of all 
learners (Donohue & Bornman, 2014), whilst previous educator training emphasised the 
difference between mainstream educators and educators who taught in special classes 
(Donohue & Bornman, 2014). As a result of this prior approach to educator training, many South 
African educators feel they do not have the relevant experience or training to teach learners with 
various educational needs as well as learning barriers (Swart & Oswald, 2008). Educators who 
lack appropriate inclusive training and development become “overwhelmed when asked to 
include a learner with a disability into their mainstream class and are inclined to report more 
negative attitudes toward inclusion” (Donohue & Bornman, 2014, p.3). As many as “65% of 
mainstream educators do not have a formal initial teacher education qualification that includes 
training in how to respond to diverse learning needs within mainstream classrooms” (Nel N.M. 
et al., 2016, p.2). Methods of planning and adapting the curriculum to cater for the varying needs 
of learners in classrooms are not adequately addressed in training and development 
programmes for educators (Dalton et al., 2012). The lack of effective preparation and training of 
educators has resulted in their inability to accommodate the unique needs of learners with SID. 
Classroom support and continuous educator training that provides educators with the necessary 
skills needed to harness support within their schools and communities is needed (DBE, 2011). 
Educators who have been adequately developed and exposed to learners with disabilities, are 
“more confident about their abilities” to include such learners in their classes (Donohue & 
Bornman, 2014, p.5). Training programmes for inclusive education in South Africa should 
therefore emphasise ecosystemic values, such as collaboration and mutual support (Engelbrecht 
et al., 2010). 
The “implementation of inclusive practices in mainstream classrooms is stressful for educators” 
(Engelbrecht et al., 2003, p.284). SID manifests as significant developmental delays in conceptual, 
social and practical domains (APA, 2013). A large proportion of educators cited that they felt 
stressed by inappropriate social behaviour on the part of the SID learner (Engelbrecht et al., 
2010). Children with SID typically suffer from neurodevelopmental disorders that prevent normal 
functioning of the brain and slows down the ability to learn and develop (NA SEM, 2015). “Such 
children also frequently experience multiple impairments including profound or severe motor 
disabilities, sensory disabilities, seizure disorders, chronic pulmonary infections and skeletal 
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deformations” (Mckenzie et al., 2017, p.598). Furthermore, intellectual disabilities typically 
affect the mental and physical health of learners thereby causing challenges in their abilities to 
comprehend, think logically, speak, and remember things (NA SEM, 2015). For children with SID, 
basic adaptive skills such as dressing, bathing, talking, and writing takes a considerable amount 
of time to learn (NA SEM, 2015) which may take a considerable amount of patience from 
educators. SID learners typically have difficulties in generalising skills to new situations therefore 
they need to be taught in a number of different environments (NA SEM, 2015). Sensory 
impairments and delays in language often means that alternative forms of instruction are 
required (NA SEM, 2015). Educators are therefore required to provide intensive support on a 
one-to-one basis for learners with SID (Jenkinson, 2000). Theirs is a lifelong dependency as most 
children with SID “will not gain independence and will require high levels of care throughout 
their lifespan” (Mckenzie et al., 2017, p.599). These impairments have led to a view that SID 
learners require a different curriculum that prioritises functional living skills compared to the 
curriculum followed by mainstream learners (Jenkinson, 2000). Institutional support for 
educators is pivotal for the successful implementation of inclusive practices in education 
(Engelbrecht, 2006). For educators working with SID learners it is therefore essential to have 
educator assistants, support staff and educational professionals in the school environment in 
addition to appropriate institutional support (Landsberg, 2016). 
The provision of support is dependent on the particular learner's disability but may include 
“special equipment, educational provisions and accommodations” (Donohue & Bornman, 2014, 
p.5). Support may also include an educator assistant to help provide support to the learner with 
a more severe impairments (DBE, 2014). The high-level needs of SID learners surpass the basic 
services available in typical mainstream classes therefore support is pivotal in the successful 
practice of inclusive education (Donohue & Bornman, 2014). Yet, research involving principals in 
Gauteng schools, showed that most learners with disabilities seldom or never received 
specialised support services (Donohue & Bornman, 2014). One of the aims of the SIAS policy is 
to design support programmes so that the learner gains access to learning (DBE, 2014). Although 
educator supports have been found to encourage the inclusion of SID learners in mainstream 
classrooms (Makoelle, 2014), research suggests that they rarely are provided to educators in 
South Africa (Nel et al., 2011).  
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2.7 Chapter summary  
The inclusion of learners with SID in mainstream schooling necessitates the changing of attitudes, 
values, policies and practices within the school and the educational system. Educators are the 
driving force in the successful implementation of education policy and therefore require a 
conceptual understanding of inclusion and the diverse needs of learners, including those with 
disabilities. Children with SID frequently experience multiple impairments. Theirs is a lifelong 
condition, consequently they require high levels of support from all stakeholders in the 
education system if they are to engage meaningfully, socially or educationally. From the 
literature surveyed, it is clear that learners with SID attending schools or care centres in different 
countries, have to gain a clinical certification to access extra resources in schools. The funding 
and provision of educational services in or out of mainstream education for learners with SID is 
based fully on the diagnosis of the disability. In South Africa a learner with SID falls within a high 
range of support needs and should be placed in a SEN school according to EWP6. However, the 
SIAS policy allows for such learners to be accommodated in mainstream settings provided they 
receive the required support, i.e. specialist support, social and emotional support as well as 
structural adjustments to the built environment. For this reason, the aim of this study is to 
describe the psychoeducational support provided to learners with SID in a mainstream primary 
school from the perspective of the educators. In the next chapter an explanation of the research 





3.1 Introduction  
In Chapter 2, the framework for the study was explained. An in-depth classification of SID as well 
as a detailed exploration of the definition of inclusion was provided. A review of national and 
international literature with reference to the accommodation of children with SID in mainstream 
education was also presented. The previous chapter also provided a synopsis of the challenges 
educators teaching learners with SID face and the barriers that impede the successful inclusion 
of children with SID in educational systems. 
Chapter 3 outlines the process of conducting the research. A qualitative research approach 
grounded in an interpretive paradigm utilising a case study design was applied. The data 
collection and data analysis are explained as well as the ethical considerations within the study. 
In addition, issues of trustworthiness are discussed. The aim of the study is to describe the 
psychoeducational support provided to SID learners in a mainstream primary school from the 
perspective of the educators. 
3.2 Research paradigm  
A paradigm can be described as a “set of beliefs or assumptions” regarding essential aspects of 
reality which leads to a specific “worldview” (Creswell & Poth, 2018, p.19). This worldview is the 
school of thought and set of beliefs that informs the interpretation of research data (Kivunja & 
Kuyini, 2017). It addresses important assumptions such as the ontology – “beliefs about the 
nature of reality”, the epistemology – “the relationships between knower and known” as well as 
assumptions about methodology (Creswell & Poth, 2018, p.17). A paradigm can be described as 
the conceptual lens through which the researcher examines the methodological aspects of their 
research project.  
The interpretive paradigm is underpinned by observation and interpretation (Thanh & Thanh, 
2015), in other words, it is concerned with gathering information about certain phenomena and 
making sense of that information by drawing inferences between the information and an 
abstract pattern (Thanh & Thanh, 2015). The aim in applying the interpretivist approach is to 
present the perspective of the educators in this particular mainstream school and describe their 
experiences in order to provide insight into the psychoeducational support given to SID learners. 
This approach made it possible for the researcher to acknowledge the behaviour, attitudes and 
feelings of the educators. Even though this study was guided by the “researcher’s set of beliefs 
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and feelings about the world and how it should be understood and studied” (Denzin & Lincoln, 
2008, p.31), utilising an interpretive approach allowed the researcher to self-reflect in order to 
interpret the educators’ experiences and present the information (Creswell, 2014). 
3.2.1 Research approach 
This research study was conducted within the interpretive paradigm using a qualitative 
approach. Through a subjective lens, qualitative research recognises the researcher as the 
primary collector of data (Flick, 2018) and the setting in which human behaviour occurs 
significantly influences it (Yin, 1994). Qualitative research involves an “interpretive, naturalistic 
approach” to the world (Flick, 2018, p.7). This suggests that a qualitative research study is 
conducted in natural settings, and qualitative researchers try to understand phenomena in 
relation to the meanings individuals ascribe to them (Flick, 2018). The physical setting is the 
school and the internalised concepts of norms, values, traditions and roles are vital contextual 
variables. Furthermore, a qualitative approach often gives rich reports that are necessary for 
interpretivists to fully understand contexts (Thanh & Thanh, 2015). 
In addition to this, qualitative research means to explore and understand the meaning individuals 
or groups ascribe to a social or human problem (Creswell & Poth, 2018). For this reason, 
qualitative methods are best suited for educational research, particularly if a researcher seeks 
understandings and experiences of a group of learners or educators (Thanh & Thanh, 2015). In 
qualitative studies, research is carried out in a naturalistic setting and participants’ knowledge 
and practices are studied (Flick, 2018). Researchers ask broad research questions intended to 
explore, interpret or understand the context of the school. This study was carried out at a 
mainstream primary school that accommodates learners with SID in the Ekurhuleni North 
District. The findings and interpretations of this study were co-constructed by me, as the 
researcher, and the participants within their natural environment. I interviewed the deputy 
principal/head of SID classes, the two LSEN educators as well as the assistant educator who works 
with the SID learners in their classrooms at the mainstream primary school. Lastly, the researcher 
acknowledges the importance of describing the details of this case in its concrete circumstances 
so that the findings of this study are relevant for everyday life (Flick, 2018).  
3.2.2 Research design  
The research design provided a plan of how the researcher went about answering the research 
question. A case study was used for this study. “Case studies can be used to explain, describe or 
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explore events or phenomena in the everyday contexts in which they occur” (Crowe et al., 2011, 
p.4). This research was qualitative in nature as it was conducted in a natural setting, i.e. the 
school (Flick, 2018). A case study approach is useful in offering “additional insights into pitfalls 
that exist in its delivery or explaining why a certain implementation strategy is chosen” (Crowe 
et al., 2011, p.4). By using a critical, reflective perspective, the researcher could take into 
consideration the wider social and political environment that has shaped this particular 
mainstream school (Merriam, 2009).  
The structure of a case study includes the research problem, the context, the challenges and the 
lessons learned (Creswell, 2014). The school is considered a functional mainstream school which 
accommodates both, mainstream learners and learners with SID. In an educational setting, 
certain barriers influence the education systems’ ability to accommodate diversity and this may 
lead to a breakdown in learning and may prevent certain learners from accessing educational 
provisions. Such factors have been described as “barriers to learning and development” (Dreyer, 
2017, p.2). The school and the participants for the research study was purposefully selected as 
they met specific criteria. This study focused on the participants, in this case the educators, 
therefore they formed the population from which the data was collected (Patton, 2015). The 
data collection methods used for this case study are explained later in the chapter. The analysis 
of data and presentation of the findings are discussed in Chapter 4 of this study and provides 
insight into the themes identified.  
3.2.3 Method of participant selection  
Sampling refers to the process that is applied in selecting a portion of the population for the 
purpose of the study (Nieuwenhuis, 2016). The researcher typically determines a problem that 
needs to be addressed and locates individuals prepared to provide the information through their 
knowledge or experience (Etikan et al., 2016). Sampling is therefore a non-random technique 
that does not require an underlying theory or a specific number of participants (Etikan et al., 
2016).Congruent with the characteristics of qualitative research, non-random methods are used 
to purposefully select participants based on whether they have vital information in relation to 
the research question (Etikan et al., 2016). Purposive sampling was utilised for the purpose of 
this study in order to provide maximum insight and understanding of the psychoeducational 
support provided to SID learners in this mainstream primary school (Creswell & Plano, 2011). The 
school was purposefully selected as it met the following specific criteria: 
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 The school is considered a functioning mainstream primary school which accommodates 
both, mainstream learners as well as learners with severe intellectual disabilities.  
 It is based in Ekurhuleni and most of the learners reside in surrounding informal 
settlements in the Kempton Park area. This means that the majority of the learners come 
from disadvantaged backgrounds.  
 The school has built two classrooms to accommodate the learners with SID.  
 It is an English-medium school accommodating learners from reception year up to grade 
seven.  
The sample of participants was purposefully selected to meet the following criteria:  
 The sample was drawn from the teaching staff of the chosen mainstream school which 
caters for learners with severe intellectual disabilities. The educators had experiences of 
learner support and were therefore able to provide rich information that assisted in 
answering the research question.  
 As this was a study of limited scope, a sample of four staff members were chosen to 
participate in the semi-structured interviews and the focus group discussion, with the 
intention of seeking information-rich data from a few participants.  
 The staff members consisted of two educators and one assistant educator, who are 
responsible for the specialised education classes where they teach learners with SID, and 
the deputy principal/head of SID classes who is currently teaching in the mainstream 
section and currently serves as the SBST Coordinator.  
3.2.4 Data collection methods 
A qualitative research method was used for the purpose of this study and data was captured from 
the participants by means of individual semi-structured interviews and a focus group discussion 
(Nieuwenhuis, 2016). The individual interviews enabled the participants to reflect on the focus 
group discussion process as a method of authenticating the data captured by the researcher. This 
was an essential part of the interview, as it allowed the participants to describe their experiences 
and reflect on the description simultaneously (Nieuwenhuis, 2016). 
a. Semi-structured in-depth interviews 
In-depth interviews can be described as unstructured, direct techniques of attaining insights 
(Galetta & Cross, 2013).  Single participants are probed by a skilled interviewer to discover 
underlying motivations, beliefs, attitudes and feelings on the topic of enquiry (Galetta & Cross, 
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2013). This technique allowed the researcher to collect both attitudinal and behavioural data 
from the participant from all time frames – past, present and future (Galetta & Cross, 2013). 
Semi-structured interviews were used as they allowed in-depth exploration of participants’ 
responses (Galletta & Cross, 2013). The interviewer could then use participants’ answers and 
restructure them into related questions ensuring a more detailed answer. In-depth interviews 
were conducted with two educators and one assistant educator who was responsible for the 
specialised education of SID learners as well as the deputy principal/head of SID classes, who also 
teaches in the mainstream section and serves as the SBST Coordinator. The participants were 
regarded as expert sources of information. 
Table 3.1 Questions asked in the semi-structured in-depth interviews 
1. Please tell me about your understanding of inclusion. 
2. What support structures for educators and learners are currently in place at the 
school, in particular to support learners with SID? 
3. What support structures are available for parents of learners with SID? 
4. What are some of the barriers you experience in the classroom? 
5. How do you accommodate the learners with such barriers? 
6. Tell me more about your educational qualification and training, did any of your 
undergraduate or postgraduate studies include training on how to teach and 
accommodate learners with SID? 
 
Table 3.2 Demographics of research participants 
Participant Designation Years at specific school Years as an 
educator 
P1 Deputy principal / SBST Co-
ordinator/Head of SID 
classes/mainstream educator 
11 32 
P2 LSEN educator 5 51 
P3 LSEN educator 3 50 




b. Focus group  
A focus group is a formalised means of bringing together a small group of people for an informal 
and interactive discussion on a particular theme or concept (Creswell, 2013). A focus group can 
capture a vast array of information and the discussion is usually conducted in congenial 
surroundings such as the school staffroom (Creswell, 2013). In enabling the group members to 
speak at length about the topic, the researcher is able to gather a considerable amount of 
information on the participants’ thoughts, attitudes, frame of mind and experiences about a 
certain aspect. Furthermore, a focus group allows researchers to observe a large amount of 
interaction on a specific topic in a short time (Creswell, 2013). Similar participants are chosen to 
form the focus group to encourage positive discussion. The benefit of selecting participants with 
the same demographic characteristics (age, gender etc.) assists in ensuring that group members 
are comfortable with one another (Creswell, 2013). The focus group consisted of the four staff 
members mentioned earlier. The topics discussed in the focus group were related to educators’ 
understanding of learner support and successes and challenges experienced by educators in 
supporting SID learners. 
Table 3.3 Questions asked in the focus group 
1. In your opinion, how could the educators and the school improve their inclusive 
practices, particularly for SID learners? 
2. Tell me about the resources and support you require that will assist you in 
accommodating learners with SID? 
3. How does the DBST provide support to the school and the educators with regards to 
learners with SID? 
4. What role do parents and community play in the promotion of inclusive practices for 
SID learners?  
5. How can the school improve parental and community involvement to assist with 
increasing awareness of SID? 
 
3.2.5 Data analysis and interpretation  
The analysis of qualitative data is an inductive process whereby the researcher sorts’ data into 
categories (Nieuwenhuis, 2016). Patterns and relationships are then identified among the 
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categories (Nieuwenhuis, 2016). A qualitative data analysis therefore aims to determine how 
participants ascribe meaning of a particular phenomenon (Nieuwenhuis, 2016). Thematic 
analysis was used to analyse data in this study. Thematic analysis is the “process of identifying 
patterns or themes within qualitative data” (Nieuwenhuis, 2016, p.52). The aim of thematic 
analysis is to identify important or interesting themes in the data and use these to address the 
research question (Braun & Clarke, 2006). Thematic analysis is useful in qualitative research as it 
provides a refined analysis of qualitative data and allows the researcher to present the data in a 
manner that allows readers outside of academic communities to engage with and understand 
the text (Guest et al., 2012). The following steps were used to analyse the data (Braun & Clarke, 
2006): 
Step one: Becoming familiar with the data  
The audio-recordings from the interviews were transcribed verbatim. The raw data was cleaned 
and organised into a data set ready for analysis. I repeatedly read and engrossed myself in the 
data to become familiar with the content. 
Step two: Generating initial codes 
After reading and familiarising myself with the data, I developed ideas about the content of the 
data and which aspects of the data I found interesting. I simplified and focused on those specific 
aspects of the data. I then identified important sections of text and attached labels for coding as 
they related to a theme in the data that answered the research question. 
Step three: Searching for themes 
After the initial coding, I compiled a list of the different codes identified across the data set. I 
then sorted and collated all the potentially appropriate coded data excerpts into themes. 
Step four: Reviewing the themes 
After a set of themes had been devised and refined, I reviewed the coded data extracts for each 
theme to determine a coherent pattern. Individual themes were then examined for validity to 
ensure the themes correctly reflected the meanings extracted in the data set as a whole. 
Step five: Defining and naming themes 
I then identified interesting aspects of each theme and wrote a detailed analysis of each theme 
detailing its significance to the study. 
Step six: Producing the report 
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The final step included the final analysis and write-up of the report. I then provided a logical, 
coherent summary of the data across themes. 
 
3.3 Trustworthiness 
Trustworthiness can be described as the manner in which the researcher is capable of convincing 
the audience that the findings in the study are worthwhile and that the research is highly valuable 
(Guba & Lincoln, 1989; Creswell, 2013). Trustworthiness also refers to the level of confidence in 
the data, the analysis of the data and the “methods used to ensure the quality of a study” 
(Connelly, 2016, p.435). The criteria applied in supporting the rigour of this qualitative study 
include credibility, transferability, dependability and confirmability. By meticulously recording, 
systematising and disclosing the methods of analysis with enough detail, I have demonstrated 
consistency in the analysis of data. This will allow the reader to determine whether the process 
is credible. 
3.3.1 Credibility 
The credibility of the study relates to the “confidence in the truth of the study and therefore the 
findings” (Connelly, 2016, p.435). Lincoln and Guba (1985) liken the term credibility to that of 
‘internal validity’ in quantitative research which can be thought of as the ‘truth value’ of a study. 
This refers to how one can obtain assurance of the ‘truth’ of the findings as it applies to the 
participants and the context in which the study was carried out (Lincoln & Guba, 1985). If co-
researchers or readers are confronted with the experience and they are able to identify with it, 
the study is said to be credible (Lincoln & Guba, 1985). Credibility therefore addresses the “fit 
between respondents’ views and the researchers’ representation of them” (Tobin & Begley, 
2004, p.390). For qualitative research purposes, credibility refers to the congruency of the 
research findings with reality as it is experienced by the research participants (Korstjens & Moser, 
2018).  
Member checking (Creswell, 2014) was carried out throughout the data collection process in 
order to test the findings and interpretations with the participants. Member checking is 
predominantly used in qualitative approaches and is defined as a quality control process (Lincoln 
& Guba, 1985). The researcher seeks to improve the credibility and validity of the data collected 
during the research study by conducting member checks (Lincoln & Guba, 1985). Member checks 
in this study involved sharing the findings with the participants and permitting them to comment 
on and critically analyse the findings (Creswell, 2014). 
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During the interviews, as the researcher, I reaffirmed and provided a synopsis of the information 
relayed to the participants. When questioned about the accuracy of the recorded data, the 
participants agreed that their views, feelings and experiences were accurately summarised. As 
accuracy and completeness of information was affirmed, the study is said to have credibility 
(Creswell, 2014 Lincoln & Guba, 1985). I also carried out member checking near the end of the 
research study after the data was analysed data and the report was given to the participants to 
review and establish the authenticity of the work. The participants were given the opportunity 
to check whether an authentic representation had been made of what they stated during the 
interviews and focus group (Lincoln & Guba, 1985).  
3.3.2 Transferability  
Transferability relates to the generalisability of inquiry, as such, researchers should provide a 
clear, realistic picture that informs and resonates with readers (Connelly, 2016). This 
generalisability of findings refers to the ‘external validity’ or transferability of the research 
(Lincoln & Guba, 1985; Merriam, 2002). In this study, I purposefully selected a small, non-random 
sample so I could study the in-depth experiences of psychoeducational support provided to the 
learners with SID from the perspective of the educators in this mainstream primary school. To 
provide transferability judgement, it was my responsibility as the researcher to provide a thick 
description of the participants and the research process, to enable readers to assess whether the 
findings are transferable to their own settings (Korstjens & Moser, 2018).  
3.3.3 Dependability  
Dependability relates to the “consistency of the data over time and over the conditions of the 
study” (Connelly, 2016, p.435). To check the dependability of a qualitative study, the researcher 
had to ensure that she had not been careless or made mistakes in conceptualising the study, 
collecting the data, interpreting the findings and reporting results (Connelly, 2016). Furthermore, 
the logic used for selecting participants, methods of data collection and data analysis techniques, 
used in the study were clearly presented (Korstjens & Moser, 2018). The more consistent the 
researcher has been in this research process, the more dependable the results (Korstjens & 
Moser, 2018).  
To achieve dependability, I provided a thorough description of the research methodology and 
ensured that the research process was clearly documented and that it was logical and traceable 
(Tobin & Begley, 2004). I also recorded every decision with respect to my research design, as well 
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as any changes that were made and the justification for making these changes. Reflexivity refers 
to the process of critical self-reflection about oneself as researcher, in other words, my own 
biases, preferences, preconceptions, and the research relationship to the participant, and how 
the relationship affects participants’ answers to questions (Korstjens & Moser, 2018). At each 
stage of the research process, as the researcher, I reflected on my own biases, assumptions and 
preconceptions. Reflexivity increases the dependability of a study by enhancing the transparency 
of the research process and when appropriate, has the potential to reduce bias (Linclon & Guba, 
1985). 
3.3.4 Confirmability 
Qualitative research assumes that researchers bring their own unique perspectives to the study. 
Confirmability relates to the extent to which the results of the research study can be confirmed 
or substantiated by others (Lichtman, 2010). In order to achieve confirmability, a researcher 
must prove that the results of the study are clearly linked to the conclusions (Korstjens & Mosser, 
2018). This must be demonstrated in a way that allows for the replication of the research process 
(Korstjens & Mosser, 2018). Thus, confirmability is confirmed when the researcher demonstrates 
that the analysis and interpretations of the findings are clearly derived from the data collected 
and are not figments of the researchers’ imagination (Kortsjens & Moser, 2018).  
To ensure confirmability, I documented the procedures for checking and cross-checking the 
interview and focus group transcripts as well the coding of themes (Flick, 2018). I also conducted 
an audit trail which includes, transparently describing each step of the research process and 
ensuring that the records detailing the research process are kept throughout the study (Kortsjens 
& Moser, 2018). I also made use of reflexivity to explain how the researchers’ stance can manifest 
in the research findings whilst still providing useful insights into the data. In addition, 
confirmability is also determined by the readers understanding of the data and their acceptance 
of data, constructs and emerging theories that has been provided (Shenton, 2004). Examples of 
the methodology followed can be seen in Appendix C1 and C2. 
3.4 Ethical considerations 
This study was conducted based on the ethical measures and guidelines specified by the Faculty 
of Education Research Ethics Committee at the University of Johannesburg (Ethics Clearance no: 
Sem 2-2019-055, see appendix A1).  
3.4.1 Permission to conduct research 
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Permission was sought from the Gauteng Department of Education before the study 
commenced. (See Appendix A2: Letter of permission from Gauteng Department of Education and 
Appendix A3: Letter of permission from the Ekurhuleni North District). 
3.4.2 Informed consent 
The purpose of the research study and the potential risks and consequences involved in the 
research study were explained to the participants. Before participating in the research, 
participants provided their consent. They were also updated regarding any significant changes 
that occurred in the schedule of the research. Informed consent was documented by the use of 
a written consent form approved by the institution (see Appendix A4). 
 
3.4.3 Confidentiality 
The participants of this study had the right to confidentiality ensuring that personal information 
was not disclosed without the permission of the participants involved.  
 
3.4.4 Anonymity  
Participants had the right to remain anonymous during and after the study, therefore I took 
suitable precautions in order to protect the confidentiality of both, the participants and the data. 
Participants in the study were made aware of the techniques used in the data-gathering process 
enabling them to make an informed decision about their participation. 
 
3.4.5 Sensitivity 
As a researcher, I responded in a delicate manner to any locally established institutional policies, 
frameworks or guidelines for conducting this research study as well as being critically reflective 
in the analysis of my own personal conceptions and potential biases.  
 
3.4.6 The right to participant withdrawal 
Participants in this study were made aware that they had the right to withdraw at any stage of 
the study and they were assured that they would not be pressured in any way to continue if they 
chose to withdraw.  
 
3.4.7 Mindfulness  
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In conducting this research study, I prioritised the responsibility of being mindful of cultural, 
gender-based, religious and other relevant characteristics within the research population. This 
was done throughout the research process.  
 
3.4.8 Communication of findings  
Communication of the research findings and their significance was communicated in a clear, 
straightforward and appropriate fashion to the relevant research population, institutions and 
other relevant stakeholders.   
 
3.5 Chapter summary  
The aim of this chapter was to provide a discussion of the research paradigm, design and 
methodology and to clearly outline how these aspects were used to answer the research 
question in this study. The discussion also included the sampling and data collection methods. 
Matters related to data verification as well as ethical considerations were presented and an 





DATA ANALYSIS AND PRESENTATION OF FINDINGS 
4.1 Introduction 
Chapter 3 provided an overview of the research design and methodology used in this study. A 
detailed explanation of the ethical considerations in carrying out the research as well as the 
measures undertaken to ensure trustworthiness were also presented. Semi-structured in-depth 
interviews were conducted and a focus group discussion took place with the two LSEN educators, 
the assistant educator and the Deputy Principal/Head of SID classes at the mainstream primary 
school. This research study was conducted within the interpretive paradigm using a qualitative 
approach. A qualitative data analysis includes an inductive process such as thematic analysis, 
which attempts to determine how participants ascribe meaning to specific phenomenon by 
identifying patterns or themes within the data (Nieuwenhuis, 2016). This chapter provides a 
discussion of the analysed data collected from the semi-structured in-depth interviews and focus 
group session. A discussion of the major findings are then presented in accordance with the 
literature study conducted in Chapter 2.  
RESEARCH PARTICIPANTS   
Bronfenbrenner’s bioecological model is useful for understanding the context of the learner 
(Anderson & Boyle, 2014). Within the ecosystem of inclusive education, each of the systems or 
environments have an impact on the learner (Bronfenbrenner, 2005). This research study 
acknowledged that relationships, interactions and personal characteristics influence the 
perceptions and the behaviour of the educators (Makhalemele & Nel, 2016). The research also 
recognised the impact of Bronfenbrenner’s bioecological “process–person–context–time 
(PPCT)” (Bronfenbrenner, 2005) on the perceptions and behaviour of the educators and 
consequently their responses. 
The deputy principal/head of SID classes/SBST co-ordinator/mainstream educator (Participant 1) 
has been an educator for 32 years and a deputy principal in this school for 11 years. When she 
joined the school, she was taken aback by the principal’s uncompromising commitment to the 
learners and staff. Having a child of her own diagnosed with Autism Spectrum Disorder enabled 
Participant 1 to understand the emotional, physical and social challenges caregivers of children 
with intellectual disabilities or learning disorders face. More importantly she identified with the 
eagerness of such parents for their children to feel valued and accepted. 
48 
  
The LSEN educator (Participant 2) is an experienced Foundation Phase educator who has been 
teaching for 51 years. The second LSEN educator (Participant 3) is also an experienced early 
childhood development educator who has been teaching Gr R for 50 years. The educators have 
an understanding of the influence of their relationships with the learners, parents, staff members 
and the larger educational system. They also recognise the potential of such relationships to 
reduce barriers. This knowledge informs the educators’ understanding of inclusive practice in 
teaching and they recognise the value in building relationships and providing support. 
The assistant educator (Participant 4) is a student teacher in the second year of her teaching 
degree. She has chosen this particular school for her practicum as she has a passion for learners 
with SEN and feels that she could gain valuable knowledge from her two experienced colleagues.  
THE MAINSTREAM PRIMARY SCHOOL 
Bronfenbrenner’s theoretical framework is used to reinforce the rationale for this research study 
as it positions the participants in the school environment (Makhalemele & Nel, 2016). The school 
is therefore understood as the microsystem in which the learners are experiencing 
psychoeducational support. The school is based in the Kempton Park area and most of the 
learners reside in surrounding informal settlements in Ekurhuleni, which means that the majority 
of the learners come from disadvantaged backgrounds. As there is only one SEN school catering 
for learners with SID in the vicinity of this school, learners who were assessed by the District 
Office and given LSEN numbers for mild, moderate or severe disabilities had to remain in the 
school due to the limited number of places at the SEN school, while other learners with SID were 
placed in day-care centres at the request of their parents.  
The learners who were placed on waiting lists for SEN schools remained in mainstream 
classrooms. It became increasingly difficult for educators to tailor the curriculum to 
accommodate the needs of each learner and their pace of learning. It also became challenging 
to support the SID learners without the assistance of educator aides. The principal and staff 
members at this particular school resolved to apply to the District Office for the approval of SEN 
classes in the mainstream school. Although the District Office approved their request, no 
additional funding was provided by the Gauteng Department of Education for infrastructural 
changes, specialised LTSM or for human resources and specialist staff. The school embarked on 
fundraising events to assist with the infrastructural changes needed as well as to remunerate the 
LSEN educators. The school accommodates learners with Downs’ Syndrome, Autism Spectrum 
Disorders, Cerebral Palsy as well as other neurodevelopmental disorders such as Communication 
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Disorders, Specific Learning Disorders and ID. There are 10 learners in P2’s class and 12 learners 
in P3’s class. The school accepts that it is inadequately resourced to cater for learners with 
physical disabilities as there are no wheelchair ramps as yet. However there are safe and 
accessible bathroom facilities for all learners. Furthermore, there is a lack of space for additional 
classrooms in the school therefore the number of applicants it can accept is restricted. It should 
be noted that the SID learners are not placed in mainstream classrooms, they are accommodated 
in a separate structure within the mainstream school. The SID classrooms are situated in the 
Foundation Phase area and general areas such as the playground are shared with the mainstream 
learners although break times differ. Classroom doors are painted in bright colours and the 
artwork is displayed on the walls creates a friendly and welcoming environment. Playgrounds 
contain quiet areas for learners with specific barriers that are triggered by noise, or for 
introverted learners who prefer privacy. The school sees value in celebrating diversity and it 
attempts to accommodate the varying needs and expectations of learners, educators, parents as 
well as staff members. It encourages a welcoming culture and there is an overall feeling of 
acceptance throughout the school. 
 
4.2 Data analysis and identification of themes  
The audio-recordings from the interviews were transcribed verbatim. The raw data was cleaned 
and organised into a data set ready for analysis. As the researcher, I repeatedly read and 
absorbed myself in the data to become familiar with the content. After reading and familiarising 
myself with the data, I developed ideas about the content of the data and which aspects of the 
data I found interesting. I simplified and focused on those specific aspects of the data. I then 
identified important sections of text and attached labels for coding as they related to a theme in 
the data that answered the research question. After the initial coding, I compiled a list of the 
different codes identified across the data set. I then sorted and collated all the potentially 
appropriate coded data excerpts into themes. After a set of themes had been devised and 
refined, I reviewed the coded data extracts for each theme to determine a coherent pattern. 
Individual themes were then examined for validity to ensure the themes correctly reflected the 
meanings extracted in the data set as a whole. The main themes identified in the interviews were 
as follows: 
Theme 1: Participants’ general understanding of inclusion and inclusive practices. 
Theme 2: Participants’ understanding of support structures  
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Theme 3: Participants’ challenges experienced in the classroom when accommodating learners 
with SID. 
Theme 4: Participants’ perspectives on possible improvements to support learners with SID and 
their parents. 
4.3 Presentation of findings 
Based on the data analysis from the in-depth, semi-structured interviews and focus group 
discussion, the four main themes that emerged will now be discussed. A detailed presentation 
of the major findings of this research study will be provided in addition to applicable verbatim 
quotes obtained from the raw data to confirm and justify the findings. 
4.3.1 Participants’ general understanding of inclusion and inclusive practices 
For the participants, inclusive practice included the ability to see difficulties and barriers in 
learning as professional challenges rather than deficits in learners. This view was shared by P1 
who stated:  
Inclusion is about giving every child an opportunity to be the best that they can be, it is 
about teaching diversity and mixing up people of different abilities. It’s not necessarily 
about being part of a mainstream class. We have to give that child the opportunity to 
mingle and mix with children of all races, all abilities. And most importantly, try to teach 
the able-bodied and the able, the mainstream child to accept and to be thankful for what 
they have. 
At times, there are certain barriers in the classroom that may hinder the genuine inclusion of 
children with SID. With regards to this, P1 stated: “[W]e have tried teaching learners with SID in 
a mainstream class but we have found that it creates more barriers.” When asked to explain the 
barriers, P1 responded:  
Absolutely. In that situation, the teacher then automatically gives more attention to the 
learner with the disability and there is a lack of attention on the other learners, when 
there is a behavioural challenge from the SID learner that becomes the teachers focus and 
not the actual teaching. And it is something that they build around themselves. And it's 
also a case of the other children becoming jealous because the teacher always gives 
attention to the one that struggles.  
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All of the participants agreed that the SID learners needed to be included in all of the activities 
of the school, in the words of P4, “everyone needs to be included … um … learners shouldn’t be 
separated or isolated rather because of their differences”. 
P3 agreed that inclusion:  
is about allowing everyone to be included, you know, there should be no isolation or 
separation because of difference … It is about allowing our kids to socialise, you know we 
don’t want to separate our kids completely because we don’t want them to feel that they 
are that different, to be amongst others they must be a part of the bigger group, but we 
do keep them separate in certain instances like assemblies, sometimes such learners need 
to be kept away from other kids for their own safety and the safety of the other kids.  
As explained by the deputy principal, because of the shortage of educational facilities or SEN 
schools in the SID learners’ neighbourhood schools, there was a need to accommodate the 
learners. Therefore, the inclusion of the SID learners in this particular school is functional. From 
the excerpts, the educators understand and agree with the notion of inclusion, however, they 
believe that separate classrooms are better suited for the needs of learners with more severe 
disabilities. P3 clarified this by explaining that learners with SID become familiar with their 
caregivers, educators and peers, and it becomes a daunting task for these individuals to be placed 
in situations such as assemblies, which cause uncertainty and anxiety. She also mentioned 
learners who are diagnosed with autism in her class who are sensitive to noise and tend to enjoy 
the familiarity of their educators and their classrooms. For these learners, attending school 
assemblies or school events tends to be overwhelming. The SID learners value their educators, 
because these adults built trustworthy, respectful relationships with them. Their educators then 
make use of these relationships to support the acquisition of life skills, problem-solving skills and 
acceptable social behaviour. 
According to P2:  
You know in our school because the other children are exposed to those with disabilities, 
they become more understanding and accepting of differences … yes more tolerant and 
sometimes when they act out the other kids will ignore them and not make a fuss because 
they know that sometimes that happens. We see that they are more aware of disability 
and show these kids more kindness and empathy you know, they don’t mock them.  
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This statement suggests the presence of learners with SID in mainstream schools provides 
learning opportunities and experiences for mainstream learners that may not be part of the 
curriculum. The microsystem of the school is replicated in broader society and in order for the 
learners to contend with the demands of society at large, the educators ensure the learners are 
taught social skills, tolerance and inclusion. 
4.3.2 Participants’ understanding of support structures  
Learners accommodated in the SID classes at this mainstream school have a range of intellectual 
disabilities including Autism Spectrum Disorders, Cerebral Palsy and other neurodevelopmental 
disorders such as Communication Disorders, Specific Learning Disorders and ID. With regards to 
support provisions, P1 stated the following:  
OK, we've got them in separate classes. We've got two educators sharing, two classes in 
one building and the school could only afford to appoint one assistant teacher. You see 
what happens is when children placed in special schools with the same disabilities are 
given a weighting of 5, but if they are accommodated for in a mainstream school like ours, 
they are only given a weighting of 2 … Um, so this means that our budget is insufficient 
and we cannot be allocated more staff to support our SID classes. We cannot afford more 
educational resources, you know. At present both of our classes are kept in the same 
building with a partition because we cannot afford to build more classes. We've always 
managed even though we don't have the additional funds. But in actual fact, our 
allocation from the department doesn't suffice. 
The GDE has not yet provided adequate equipment or infrastructure to accommodate the needs 
of the SID learners and the parents do not have the funds to provide more than they have done. 
At present, wheelchair ramps for learners with severe physical impairments have not been built 
however there are safe and accessible bathroom facilities which are for all learners. 
Furthermore, the lack of space for additional classrooms restricts the number of applicants the 
school can accept. Learner support may also include educator assistants to assist learners with a 
more severe impairment. In this particular school, one educator assistant has been assigned to 
assist in both of the SID classes. High-level support is essential to the successful inclusion of 
learners with SID in educational systems as their needs surpass the basic services available in 
typical mainstream classes. Educators in inclusive classrooms require adequate support to 




According to P3,  
Firstly we attend workshops, we’ve been to two workshops this year at School X – a special 
needs school. We are the support, we attend yearly courses paid for by all the school so 
we know how to accommodate children with autism and behaviour challenges for 
example.  
According to P1, IEPs are generally drawn up by the LSEN educators and parents and in some 
instances, the SBST. The IEP is a particularly useful tool as it provides a holistic view of the learner 
as their specific learning needs and requirements are acknowledged; however, in this school, 
provision is not always sufficient to accommodate these within the learning environment. 
According to P1: 
We are the support for the parents, we have an open-door policy for parents to try and 
assist them. We used to have access to the therapists from School X because they are a 
special needs service school, but they are overworked especially since they have a lot of 
issues to deal with in their own schools. I do the initial interview with parents and we do 
have a school psychologist that works on some cases. Not completely pro bono, but at a 
very reduced rate. And um, he also assists us by speaking to parents and assessing children 
for us. We need school psychologists on hand to assist us and the parents. 
Professional Specialist Support relates to the provision of medical, therapeutic, psychological and 
social support for learners to develop their capacity to achieve from their learning experiences. 
At this school, there are no specialist staff such as speech therapists, occupational therapists, or 
language support experts to provide support to the learners, parents and educators. 
Implementing an inclusive education system means every aspect of education needs to be 
transformed so that support can be provided to all the educators, children and other 
stakeholders who require it.  
The majority of learners attending this school come from previously disadvantaged backgrounds 
and if outside specialists are brought in to provide specialist intervention to a learner, they are 
usually remunerated by the parents of that learner. This means that learners from poorer 
families have the potential to be excluded from this support. Individuals with SID require daily 
assistance with activities of self-care as well as constant safety supervision. Such learners are in need of 





According to P1 (in the focus group),  
We do have an SBST but we do not have any separate SBST meetings or interventions, all 
of our SBST meetings are held in our staff meetings unless there is a sensitive topic then, 
the principal, the SBST co-ordinator and the relevant educator will convene [a meeting].  
When asked if the SBST contained all the necessary components, P1 indicated that  
yes and no, there are so many components needed, and it makes the structure so big that 
you find it’s the same people doing the work over and over again but we function very 
well. We feel that the SBST sits in the staff meetings and listens to the staff because we 
feel that the staff provide valuable information and interventions that we cannot come 
up with on our own.  
The school does not have all of the necessary components for a SBST which means that the 
workload and responsibility of this structure is carried by the principal and the deputy principal. 
In the focus group discussion, when asked about the functionality of the DBST and the support 
they provide to the school, P1 stated:  
To be quite honest, we get very little support from the DBST, we know our facilitator and 
she knows us because we attend the same courses. If we call them and say we have a 
problem, they listen, they never give us a hard time but we never get support from them. 
Like when we called recently for assistance with concessions, it felt as it if we were alone, 
they were not available to assist us. 
4.3.3 Participant challenges experienced in the classroom when accommodating learners with 
SID. 
The implementation of inclusive practices in mainstream classrooms is stressful for educators 
Research shows that a large proportion of educators cited that they felt stressed by 
inappropriate social behaviour on the part of the SID learner (Engelbrecht et al., 2003). According 
to P1: 
Violent episodes from the learners are very stressful for me, in these cases using the 
assistant teacher, we just separate the children and try to calm them down. I mean we 
also have the issue of the lack of funding and the lack of resources but we don’t complain 
about that because we know that most times we can make a plan, we can recycle. One of 
55 
  
the most stressful parts of the job is when a parent does not support a child, you know 
sometimes it’s because of the parents’ lack of knowledge or their own stressors maybe, 
financial. But when the child is neglected and feels helpless and they come to us and we 
confront the parent and they will say no man, look at him you know this and this is wrong 
with him. Most SID kids are not listened to or believed when they report abuse. 
P4 described instances where learners did not take their prescribed medication as stressful as 
the learners’ behaviour becomes difficult to manage and control. It therefore becomes a 
challenge to calm the learner who has not been medicated while attending to the needs of the 
other learners in the class. She also indicated that when the prescribed medication is 
administered to the learners who require them, they are fairly easy to manage and are a pleasure 
to be around. P3 reiterated the need for high-level support for the learners with SID as well as 
the need for a systemic approach to ensure that all learners benefit. P3 stated: 
I think it would be nice; you know we need therapists like speech therapists, these OTs and 
physios at least once or twice a week. The parents also need these people to assist them 
with techniques and skills they can use at home to manage the children better because 
we don’t always know what to do. These people are trained, you know, to deal with these 
problems. 
Due to a lack of effective preparation and training, educators often feel that they do not have 
the ability or skills required to accommodate the unique needs of learners with SID. None of the 
four participants included in this research study had any specific educational qualification which 
included training on how to teach and accommodate learners with SID. P1, P2 and P3 only 
obtained an undergraduate teaching qualification while P4 is still in the process of completing 
her teaching qualification. Professional development courses with specific regard to intellectual 
disabilities were attended by P1, P2 and P3 over the course of their teaching careers at the 
school.  
The participants indicated that although training programmes provided by the district or 
resource schools that educate educators on how to accommodate and teach learners with 
disabilities are helpful albeit brief, more comprehensive programmes are required. P1 has been 
an Intermediate Phase educator specialising in Mathematics prior to teaching at this school, P2 
was a language educator for Grades 1–3 and P3 was a Grade R educator in neighbouring schools. 
When asked about the components of the current educational degree she is enrolled in and 
whether it included any components that assist in the teaching or accommodation of learners 
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with SID, P4 stated, “No it hasn’t, there has not been anything in the syllabus as yet; I have learnt 
about these kids from my experiences at the school.” 
4.3.4 Participant perspectives on possible improvements to support learners with SID and their 
parents 
The findings of the interviews and the focus group in this study reiterate the rationale for the 
study. Thus far we have seen that in this particular school, while there is a general understanding 
of the concept of inclusion amongst the educators interviewed, they also share the view that a 
segregated learning environments within a mainstream school is better suited for the needs of 
learners with SID. There is a lack of support provisions in the school with particular reference to 
the availability of specialised support staff, resource provisions and support from the DBST. We 
have also seen there is a lack of training and development for educators in undergraduate 
studies. In this section we will look at the possible improvements at a school level and at a district 
level as explained by the participants. 
At school level 
P2 and P3 mentioned that regular, comprehensive workshops and courses related to specific 
disorders could assist educators in identifying different forms of barriers as well as possible 
intervention strategies. In order to create balance, the relationship between a learner and 
educator should be focused on openness, an attitude of appreciation, and an emphasis on the 
learners’ assets, irrespective of the learner’s behaviour. P1 stated that educators require 
patience and acceptance to be able to accommodate learners with SID. P1 also expressed a need 
for educator support from the Senior Management Team (SMT) and relevant support services to 
assist them with the learners. According to the participants, there was a need to improve the 
provisioning in order to provide appropriate facilities, infrastructure and assistive devices. P1, P2 
and P3 stated that although the school and SGB were very supportive, there is a great need for 
more accessible buildings, appropriate instructional material and equipment to carry out skills 
training.  
According to P3: 
You know what, our parents are so involved in their kids’ lives, they are so caring. Yes. You 
do get one or two who just don’t care but the ones at our school are just lovely. They are 
always enquiring about their child’s disability; they want to know more. They want to 
understand their child and help them. 
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Parental involvement was cited by all participants as fundamental in addressing the needs of 
learners with learning barriers. Though the participants stated that most of the parents of 
children with SID were hands-on and genuinely interested in the progress of their children, they 
felt that the school could improve on the parental and community involvement. Furthermore, 
P1 and P3 suggested that parental forums for parents of learners with SID as well as mini 
workshops and awareness campaigns would be useful.  
At district level 
All participants stated that the support offered by the DBST is minimal. Furthermore, they were 
of the opinion that the district office should employ more Inclusion and Special School (ISS) 
officials and therapists to monitor and assist mainstream schools with the implementation of 
inclusive education. Participants also felt that the services of psychologists, occupational 
therapists and speech therapists should be provided. According to P1: “If these specialised 
support staff are not available at the District then it is the duty of the DBST to source these 
professionals” from special schools or resource centres. P2 further stated: “if we are assisting 
these learners because there are not enough special schools, should we not receive support, I 
mean we are alone in this”. There is a need to increase the number of support personnel in the 
school and this recommendation is supported by P1, P2 and P3. P1 also added that when trying 
to explain the challenges they face to the district officials, they often do not have possible 
solutions or advice to offer. P1 held an opinion that the officials responsible for inclusive 
education and support at the district needed to be more comprehensively capacitated. 
4.4 Chapter summary  
A qualitative data analysis was used to determine how participants made meaning of their 
interactions with learners with SID. Thematic analysis was used to analyse the data collected 
from the semi-structured, in-depth interviews and focus group discussion. The three themes 
related to the support provided to learners with SID were then discussed in detail. The fourth 
theme, related to the possible improvements at a school and district level, was also presented. 
Chapter 5 concludes this research by providing a summary of this research study, a synthesis of 




SUMMARY OF FINDINGS AND RECOMMENDATIONS 
5.1 Introduction  
This chapter attempts to answer the research question by discussing the findings of the data 
collected as well as the emerging themes. In line with the social justice model of inclusion, efforts 
are being made in South African schools to accommodate all learners in the education system. 
This study aimed to describe the psychoeducational support provided to learners with SID in a 
mainstream primary school from the perspective of the educators. Using Bronfenbrenner’s 
bioecological theory as a framework, the school was seen as the microsystem. An intricate 
relationship concerning the learner, their institution of learning, the wider education system as 
well as the economic, social and political context exists, in which they are all interconnected. 
These components contribute significantly to whether effective learning and development for 
the SID learners takes place at this school. The capacity of the education system to accommodate 
diversity is influenced by certain barriers. These barriers are discussed under the emergent 
themes and will be focused through the lens of Bronfenbrenner’s bioecological theory. Lastly, 
recommendations for further study will be presented. 
5.2 Summary of literature review 
The Italian education system is based on the concept of “integrazione scolastica” meaning total 
inclusion of all learners irrespective of type or severity of disability. Learners with severe physical 
or intellectual impairments are diagnosed by a team of healthcare professionals in the local 
public health unit (Anastasiou et al., 2015) and according to the school integration policy. The 
classification of these learners is a functional diagnosis based on the International Classification 
of Diseases (ICD-10) and International Classification of Functioning (ICF) (DBE, 2014). As a means 
of support for learners with SID, the Italian education system focuses on personalised, intensive 
instruction based on individual education plans (IEP). A support educator is also assigned to the 
class in which the child with a SID has been introduced and individualised therapy is provided by 
specialists. Support educators in Italy share feelings of marginalisation, personal dissatisfaction 
and isolation as a result of the lack of support provisions such as educator aides. Furthermore, 
they report that the professional training of educators is not specialised enough to meet the aims 
of the “integrazione scolastica” policy. 
In Australia and Kenya, the classification for identifying learners with severe impairments who 
may be eligible for extra funding and support is based on WHO guidelines and the DSM-5 criteria. 
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In South Africa, “eligibility for support” are determined by a “learner’s level of functioning and 
participation in the teaching and learning process in line with the ICF” (DBE, 2014, p.16). A learner 
may have low, moderate or high-level support needs and this will determine the package of 
support services to be planned for and provided (DBE, 2014). Much like South Africa, Australia 
and Kenya have a variety of settings for learners with severe intellectual or physical impairments, 
which includes primary, secondary, mainstream schools, SEN schools and special classes in 
mainstream schools.  
As in Australia and Kenya, SEN schools in South Africa are typically used to serve learners with 
mild or moderate intellectual disability and SID. Research in Kenya and Australia report a decline 
in the number of special schools, however specialist classes within mainstream schools have 
been retained to accommodate learners with more severe learning impairments. SEN schools in 
South Africa are utilised to provide particular expertise and professional support to 
neighbourhood schools as well as to provide adequate quality educational provision for learners 
with high levels of support needs, such as SID learners. All three countries make use of IEP’s as a 
form of learner support as well as in-class support which includes differentiating or introducing 
alternative curricula as well as the use of assistive devices and technologies. 
In Australia and Kenya, specialist staff such as psychologists, social workers, youth workers, 
speech pathologists, educator aides or experienced visiting educators are sources of specialised 
support for learners with SID. However, the cost of educator assistants and outside specialist 
support is high in mainstream schools, therefore such resources are scant. In Kenya, SID learners 
with high-level needs may be placed in mainstream classes but there is a lack of specialist or 
professional staff to support them. Research in Australian and Kenyan schools highlight the 
limited capacity of educators in managing learners with special educational needs in mainstream 
schools. It is evident in these countries that skills development training and ongoing resources 
for educators is essential in delivering inclusive education across the diversity of learners in 
classrooms.  
5.3 Discussion of the findings  
Theme 1: Participants’ general understanding of inclusion and inclusive practices 
Inclusive education is aimed at developing inclusive education systems and communities which 
must accommodate all learners irrespective of their physical, intellectual, emotional, social, 
linguistic or other circumstances and must identify and respond to the diverse needs of these 
learners (UNESCO, 1994). Inclusive education is a process of creating learning opportunities for 
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all learners in which all stakeholders can participate (Engelbrecht et al., 2015). It is the negation 
of certain beliefs about ability as being permanent and the notion that the presence of some 
learners with disabilities may hold others back (Engelbrecht et al., 2015). For inclusive education 
to become a meaningful model to meet the needs of learners with disabilities, there are essential 
conditions which must be met (Florian, 2012). These are “an opportunity for learner participation 
in decision-making processes; a positive attitude about the learning abilities of all pupils; 
educator knowledge about learning difficulties; skilled use of specific teaching methods; and 
parent and educator support” (Davis & Florian, 2004, p. 35) .  
The “classroom behaviour of typically developing learners is not usually negatively affected by 
the presence of learners with a disability in their classrooms” (Foreman, 2015, p.19). Typically 
developing learners tend to benefit from their involvement and relationships with learners with 
disabilities and may recognise that classroom adaptations and accommodations for learners with 
disabilities benefit their own learning (Foreman, 2015). However, educators of mainstream 
learners sometimes place an emphasis on behaviour management instead of teaching and 
learning, (Foreman, 2015). 
Critical components of intellectual disability include deficits in social skills and researchers have 
conclusively established that individuals with SID have impaired social skills (Adeniyi & 
Omigbodu, 2016). Problems in verbal and nonverbal communication have also been linked to 
individuals with SID (APA, 2013). Consequently, these individuals are often isolated in social 
situations, resulting in lower levels of acceptance from peers and educators and considerable 
social exclusion (Adeniyi & Omigbodu, 2016). However, learners with SID do benefit from 
placement in mainstream classes as they are more likely to experience communicative 
interactions in those classes than in SEN classes (Foreman et al., 2004). The underlying principle 
of inclusion is instituted in the broad agenda of human rights that emphasises that segregation 
in any form is morally incorrect (Wang, 2009). 
UNESCO (1994, p.15) defines inclusion as the “presence, participation and achievement of all 
learners”. “Presence is concerned with where children are educated and how reliably and 
punctually they attend; participation relates to the quality of their experiences and must 
incorporate the views of learners; and achievement is concerned with the outcomes of learning 




Learners with SID have been accommodated at this particular mainstream primary school 
because there is a shortage of educational facilities to serve them in their local neighbourhoods. 
Though the school attempted to include children with SID in the mainstream classrooms, they 
found the process to be compromised by barriers that exist in the classroom as well as systemic 
challenges. Some of the challenges included the tendency for educators to focus their attention 
on the learners with SID, resulting in the other learners’ needs being overlooked. Another 
challenge was the educators’ emphasis on behaviour management of the SID learners rather 
than a focus on teaching and learning. Whilst the educators interviewed understand the notion 
of inclusion and inclusive practice, they also believe that separate classrooms are better suited 
to cater to the needs of SID learners. The SID learners are placed in classrooms in a separate 
structure on the school premises and these are situated in the Foundation Phase area.  
The educators and staff have attempted to create an inclusive learning setting within the school 
for the SID learners. The environment is conducive to learning and there appears to be an 
atmosphere of inclusivity and acceptance throughout the school. The doors of classrooms are 
painted with bright colours and the artwork displayed on the classroom walls creates a friendly 
and welcoming environment. General areas such as the playground area are shared with the 
mainstream learners although they make use of this facility at different times. Playgrounds also 
include quiet areas that accommodate learners with specific barriers triggered by noise, as well 
as introverted learners who prefer privacy. The LSEN educators use creative and behavioural 
methods of teaching and the teaching of functional living skills is given priority. As stated earlier, 
the microsystem of the school is replicated in broader society and in order for the learners to 
contend with the demands of society at large, the educators ensure the learners are taught social 
skills, tolerance and inclusion. 
Theme 2: Participants’ understanding of support structures  
As stated above, the school is seen as the microsystem in which the interaction between 
caregivers, relatives, peers, educators and schools, initially influences the learner (Nel, N.M. et 
al., 2016). These relationships can be described as bi-directional, indicating that adults influence 
a learners’ development and vice versa (Bronfenbrenner, 2005).  Learner and educator support 
as well as psychoeducational interventions should therefore start in this initial structure (Du 
Plessis, 2013). Learners classified with high-level support needs, such as SID learners, should be 




ID is primarily a medical condition and those diagnosed with it need a great deal of medical 
attention to manage it. An educational psychologist, however, has a more comprehensive role 
to play in supporting learners diagnosed with medical conditions, as well as their families and 
educators in a social networking model (Fourie, 2017). According to the Health Professions 
Council of South Africa (HPCSA, 2011), an educational psychologist can provide extensive support 
and psychological services to any role player that might support the client’s optimal functioning. 
These role players could include educators as well as the learners’ family (DBE, 2014). Thus, 
educational psychologists contribute significantly in the psychoeducational support of learners 
diagnosed with SID by working collaboratively with the educators, parents and the SBST to 
develop IEPs for learners with SID (DBE, 2014). 
Support is pivotal in the mesosystem as the optimal development of the child is dependent on 
the reciprocal relationships between the afore-mentioned role players (Nel, N.M. et al., 2016). 
Support provisions are dependent on a specific learner's disability but includes educational 
provisions, specialised equipment and classroom concessions (Donohue & Bornman, 2014). 
Intervention in this structure includes the home room educator as well as other educators and 
specialised staff. Psychoeducational support is an interdisciplinary approach uniting educational 
intervention with psychological support (Berger, 2012). It is concerned with providing holistic 
and integrated support services which can be carried out through interdisciplinary team 
collaboration (DoE, 2001). SID learners require individualised therapy from specialist support 
staff on a daily or weekly basis and these should be available on site full-time (DBE, 2014). 
‘Support’ in a classroom refers to learning support provided by educators to individual learners 
(Engelbrecht et al., 1999). It also refers to the structures and provisions out of the classroom that 
allow educators to provide support to learners (Engelbrecht et al., 1999). These individuals are 
required to familiarise themselves with the expectations of EWP6 and consistently attend 
training programmes to ensure that they offer appropriate support in line with the latest practice 
(DBE, 2014). 
The school does not have any specialist staff such as occupational therapists, speech therapists, 
physiotherapists, or nurses at present. Initially the school made use of therapists and specialist 
staff from the closest SID school and resource centre; namely School X. In recent years, the 
workload for those professionals has increased as they are often required by the District Office 
to assist with assessment and intervention in other local communities, so they no longer provide 
as much assistance to this school. There is a local school psychologist available at the school who 
63 
  
works on some cases at a reduced rate. The psychologist assists with psychological assessments 
for learners and psychoeducation for parents. The majority of learners attending this school 
come from previously disadvantaged backgrounds. If outside specialists are brought in to attend 
to a learner in need of specialist intervention, they are usually remunerated by the parents of 
the learner. This means that learners from poorer families have the potential to be excluded 
from this support. The LSEN educators are supported by an educator assistant employed by the 
SGB who is assigned to both SID classes. The learners are not always able to access specialised 
learning and teaching support material (LTSM), the LSEN educators do however make use of 
recycled or donated material to produce their own learning and teaching material for the SID 
learners. Other resourcing such as specialised and individualised assistive devices are often 
purchased through fundraising or donations. The school makes use of IEPs to provide support to 
learners with SID and these are generally drawn up by the LSEN educators and parents and, in 
some instances, the SBST. The IEP is a particularly useful tool as it provides a holistic view of the 
learner as their specific learning needs and requirements are acknowledged. However, in this 
school, provision is not always sufficient to accommodate these within the learning environment 
The SIAS policy makes use of a systemic approach to ensure that all learners benefit (Murungi, 
2015). “The continuum of support is accordingly categorised as low-intensive support provided 
in ordinary mainstream schools; moderate support provided in full-service schools; and high-
intensive support, which is given in special schools” (Dreyer, 2017, p.392).  These high-level 
support needs highlight the great responsibility placed on an educator working with learners who 
have SID (Murungi, 2015). Learners with high-level support needs require provisions that 
supersede those covered by policies, programmes and budgets for ordinary mainstream public 
schools (DBE, 2014). These provisions include specialised classrooms and school facilities as well 
as specialist personnel who are available on-site full-time. According to the SIAS policy (DBE, 
2014), such provisions were to be made available at SEN schools only, but should not be seen as 
site restricted. The policy further states that “a learner who needs access to high-support 
provision, may receive reasonable accommodation in an ordinary school and alternate provisions 
would be made to accommodate such a learner” (DBE, 2014, p.14), though this is not the case at 
this school. 
According to the SIAS policy, the role of the DBST includes providing guidance in terms of 
“concessions, accommodations, additional strategies, programmes, services and resources that 
will enhance the SBST” (DBE, 2014, p.35). The DBST in each district is also responsible for 
“identifying learners for outplacement into specialised settings, e.g. SEN schools, to access 
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specialised support services attached to ordinary or full-service schools or to access high-level 
outreach support; planning and budgeting for additional support programmes determined in 
SNA 3; providing resource and support-service allocation to school and learner; training, 
counselling, and mentoring of educators and parents/caregivers and monitoring support 
provision” (DBE, 2014, p.35). The principal is responsible for the establishment of the SBST and 
should ensure that the team is functional and supported. The SBST includes “educators involved 
with teaching learner(s) who experience barriers to learning; educators with specialised skills and 
knowledge in areas such as learning support, life skills or counselling; educators from the school; 
educators who are involved directly in the management of the school; educators on the staff 
with particular expertise to offer around a specific need or challenge and non-educators: 
specialised staff, administrative staff or caregivers” (DBE, 2014, p.31). The functions of the SBST 
include “intervening by involving the DBST in instances where high-level support at school level 
cannot be organised in any practical and cost-effective way. SBSTs are also required to assess 
support needed and develop programmes for educators and parents; evaluate or monitor 
whether the proposed programme has been implemented; identify further SBST assets and 
mobilise help and encourage collegial or peer support” (DBE, 2014, p.30).  
A SBST is required to ensure co-ordinated support services for the school, learners and educators 
are in place at schools (DBE, 2014), and is therefore central to learner support. The school where 
the research was conducted does not have all of the necessary components for a SBST which 
means that the workload of this structure is carried by the principal and the deputy principal. A 
functional SBST could intervene by requesting the DBST to assist in designing cost effective 
strategies to cater for the high level of support required at this school. The DBST consists of a 
group of departmental professionals who are responsible for the promotion of inclusive 
education through identifying, assessing and addressing learning barriers, curriculum delivery, 
and the distribution of resources, training, leadership and general management (DoE, 2014). The 
SIAS policy states that the DBST is responsible for establishing the type of support required by 
the SBST to support the learner (DBE, 2014). The DBST is also mandated to work in close 
collaboration with Social Services to ensure a support system is available for learners 
experiencing psychosocial barriers and in instances wherein the support required surpasses that 
which is provided at school level. All participants in this study stated that the support offered by 
the DBST is minimal and they were of the opinion that the lack of support could be attributed to 
the lack of Inclusion and Special School (ISS) officials employed at the District Office to monitor 
and assist mainstream schools. 
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The micro and mesosystems are positioned in the exosystem. Role players including distant 
relatives, the local neighbourhood, parents’ work environments as well as the mass media are 
contained in this structure (Nel, N.M. et al., 2016). Though it does not affect the learner directly, 
these influences can play a significant part in the efficient operation of the support structures 
afore mentioned. The macro-system is the outer structure and it is not context-based (Nel, N.M. 
et al., 2016). It informs the micro, meso and exosystems and comprises of “customs, cultural 
values, laws and national policies” including, EWP6 (2001), (Nel, N.M. et al., 2016, p.3). The 
broader tenets of these components have an effect on the interactions of the other layers 
(Engelbrecht et al., 2015), and this directly impacts on the development of the learner. Policies 
such as the EWP6 (DoE, 2001) and SIAS (DBE, 2014) are implemented to give effect to inclusive 
education, and these have an impact on learners and educators who require support (Nel, N.M. 
et al., 2016). 
One of the purposes of SIAS is to “design support programmes in such a way that the learner 
gains access to learning” (DBE, 2014, p.10). Learners with SID display a diverse range of 
characteristics, including considerable delays in attaining developmental milestones (Sattler, 
2002); considerable difficulties in communication and/or speech (Sattler, 2002), dependency on 
caregivers or educators for assistance with feeding and toileting (DBE, 2016) and challenges in 
movement (Browder et al., 2014). Some learners may have associated behavioural problems 
(Browder et al., 2014). Due to inadequate communication skills, some SID learners may not be 
able to utilize multiple means of communication such as speech, body language and facial 
expressions, used by other learners (NA SEM, 2015).  
Learners with SID therefore need supervision in almost all settings (NA SEM, 2015) and they 
require a high level of support at school. Because the school is classified as a mainstream school, 
the weighting of learners with SID in this school is less than the weighting a SID learner is given 
in a special school or full-service school, which affects the budget allocation for the SID learners. 
As the GDE has not yet provided adequate equipment or infrastructure, both SID classrooms are 
housed in one structure with a partition dividing them, paid for by fundraising events. The school 
is not yet equipped with wheelchair ramps for learners with severe physical impairments. Though 
the school and SGB were able to erect safe and accessible bathroom facilities for all learners. 
Furthermore, the lack of space for additional classrooms limits the number of applicants the 




Theme 3: Participants’ challenges experienced in the classroom when accommodating learners 
with SID 
Until recently in South Africa, educators were trained to teach in either, mainstream education 
or special education. These are consequences of the principles of the medical model and these 
practices have resulted in many mainstream educators not being equipped with the necessary 
skills to teach learners with disabilities (Donohue & Bornman, 2014). “A large percentage of the 
South African educator workforce is over the age of 50 years” (Donohue & Bornman, 2014, p.5), 
which is the case at this particular school. Most participants expressed feelings of fulfilment and 
contentment as a result of working with learners with ID. Most of them also described a positive 
experience of working with children who have SID. However, it is apparent from the interviews 
and focus group discussion, that the educators are exhausted and somewhat frustrated 
emotionally and physically. This is mostly because the educators provide a level of psychosocial 
support to these children which they otherwise may not get elsewhere. Based on the perceptions 
of the participants, it appears that parents of these learners are moderately involved in the 
welfare of these learners. However, there are instances in which the parents seem to stigmatise 
their own children which creates more work for the educators working with these learners. 
Furthermore, there may be cases of abuse and neglect for which no professional psychosocial 
and emotional support is provided for both the educators and the learners.  
The implementation of inclusive practices is particularly stressful for the educators. Stressors for 
the LSEN educators included inappropriate social behaviour on the part of the SID learner and 
instances wherein required prescribed medication had not been administered to the SID 
learners. In these situations, the learners’ behaviour made it difficult for the LSEN educators and 
assistant educator to manage the classroom while attending to the needs of the other learners 
in the class. Participants also mentioned an increase in the demand to fulfil many roles for the 
learners. Methods of planning and adapting the curriculum to cater for the varying needs of 
learners in classrooms are not adequately addressed in training and development programmes 
for educators (Dalton et al., 2012).  None of the four participants included in this research study 
had any specific educational qualification which included training on how to teach and 
accommodate learners with SID. Though the research participants cited training programmes 
from the district or resource schools that provide insight on methods of teaching and 
accommodating learners with disabilities as helpful, they also stated that these programmes are 
brief. Therefore it appears that more comprehensive training programmes are required. 
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Theme 4: Participants’ perspectives on possible improvements to support learners with SID 
and their parents 
The participants shared the view that principal, the SGB, the learners and the entire school staff 
are responsible for creating an inclusive culture within the school. They also stated that regular, 
comprehensive workshops and courses related to specific disorders would be of great help in 
enabling them to identify various learning barriers as well as possible intervention strategies. 
They also cited a need for educator support from the Senior Management Team (SMT). In order 
to ensure optimal support is provided to the SID learners; adequate specialised learning, LTSM 
and other resources which include specialised and individualised assistive devices, infrastructural 
changes as well as permanent specialised facilities such as wheelchair ramps, are needed. 
Furthermore, access to specialist support such as occupational therapists, speech therapists, 
physiotherapists, nurses and educator assistants are required on a daily or weekly basis and need 
to be available on site full-time. Parental involvement was cited by all participants as a basic 
necessity when attempting to respond to the learning needs of learners with barriers and they 
felt that the school could improve on this by establishing parental forums for parents of learners 
with SID as well as mini workshops and awareness campaigns. Participants agreed that this would 
create a culture of collaboration throughout the school. They also emphasised that in order for 
the SBST to function in practice, priority should be given to the appointment of additional 
members of the SBST. All participants stated that the support offered by the DBST is minimal. 
Furthermore, to improve its performance on the implementation and monitoring of inclusive 
education, the District Office should employ more ISS officials and therapists to monitor and 
assist schools with the implementation of inclusive education especially in mainstream schools.  
 
5.4 Summary of the study  
This study was conducted within the interpretive paradigm using a qualitative approach. Data 
was collected by means of semi- structured in-depth interviews and a focus group discussion 
with two LSEN educators, one educator assistant and the Deputy Principal at a mainstream 
primary school which accommodates learners with severe intellectual disabilities. Ethical 
measures such as informed consent, confidentiality and anonymity were taken into 
consideration to ensure the rights of the participants were protected. Accordingly, permission 
was obtained to conduct audio recordings of the semi-structured interviews as well as the focus 
group discussion. The audio recordings were transcribed verbatim and the data gathered in the 
study was analysed by means of thematic analysis. This refers to a process used in qualitative 
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research that consists of identifying patterns or themes within data. Credibility, transferability, 
dependability and confirmability were confirmed to ensure the trustworthiness of the research 
study. Emerging themes were then identified after an analysis of the interview and focus group 
discussion transcripts. The main themes identified in the research study are as follows:  
Theme 1: Participants’ general understanding of inclusion and inclusive practices 
Theme 2: Participants’ understanding of support structures  
Theme 3: Participants’ challenges experienced in the classroom when accommodating learners 
with SID 
Theme 4: Participants’ perspectives on possible improvements to support learners with SID and 
their parents. 
5.5 Recommendations for further study  
The following recommendations are made for further study based on the findings of this study:  
The LSEN educators, educator assistant and the deputy principal were the only participants of 
this study, therefore further studies could integrate the perspectives of mainstream educators, 
parents and specialised staff such as educational psychologists, occupational therapists, speech 
therapists, physiologists and nurses to add to the current literature available. The 
psychoeducational support given to learners in SEN schools, full-service schools and mainstream 
schools should be further studied to identify any similarities or differences. This study was 
specifically conducted in a primary school, psychoeducational support provided to learners with 
intellectual disabilities could be further researched in secondary schools. 
5.6 Limitations of the study 
This study focused on the perspectives of SEN educators from one mainstream school. This may 
have led to a restricted scope and could influence the way in which the findings of the study can 
be generalised. The researcher emphasises the significance of the support provided to all role 
players within the school however, the purpose of this study was to describe the 
psychoeducational support provided to SID learners from the perspective of the educators as 





5.7 Strengths of the study 
The research carried out was qualitative and grounded in an interpretive paradigm in order to 
gain valuable insight into the experiences and perspectives of the educators at this specific 
mainstream primary school that accommodates SID learners. The use of semi-structured 
individual interviews and a focus group discussion facilitated the sharing of information, 
experiences as well as emotions, all of which impact educators’ perspectives. This study found 
that a mainstream primary school can provide educational facilities to SID learners, however, SID 
learners require extensive in-school support which may not always be readily available. The 
findings of this study therefore concur with the findings of the literature study in this respect. 
The data gathered provides useful information as well as examples of psychoeducational support 
which can be utilised by other mainstream schools considering the accommodation of learners 
with intellectual disabilities. The information gathered in this study has potential to inform and 
influence key decision makers in District offices as well as the GDE Head office. The main strength 
of this research was gaining an in-depth understanding of the psychoeducational support 
provided to SID learners in this particular mainstream primary school.  
5.8 Concluding remarks 
The research study set out to describe the psychoeducational support provided to SID learners 
in one mainstream primary school. Learners with SID require extensive in-school support. This 
school has attempted to create an environment that is not only inclusive, but also conducive to 
learning for the SID learners in a number of ways. The findings of this study concur with a number 
of researchers for example, Donohue and Bornman (2014) and Du Toit and Forlin (2009) who 
argue that quality education comprising of necessary resources and support, infrastructure, as 
well as cultural transformation is essential for inclusion to work effectively in South Africa. 
However, educators also need to be equipped with sufficient knowledge and skills in addition to 
positive attitudes. These factors can be achieved through adequate training and with support 
from specialists (Smit & Mpya, 2011). In addition, more funding is required for LTSM to provide 
educators and learners with different methods of approaching learning activities on different 
levels. The findings also support the view of Engelbrecht et al. (2015) who suggest that well 
established, functioning formal support structures such as the DBST and SBST can facilitate 
collaboration as well as the sharing of knowledge and expertise to provide adequate support 
within mainstream schools. Further to this, the findings of this study suggest that there is a great 
need for multidisciplinary teams including specialists and therapists to operate regularly in 
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schools so that assessment and intervention can take place to ensure that the essential 
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APPENDIX B1: GENERAL INTERVIEW GUIDE FOR EDUCATORS 
Semi-Structured in-depth interviews with educators  
Date: ___________________  Time: _______________________ 
Biographical Details: 
Name:  _____________________________ 
Age:  ___________________ 
Gender: ___________________ 
Position: ___________________ 
No. of years as an educator:  _______________________ 
No. of years at particular school: _______________________ 
Interview questions: 
1. Please tell me about your understanding of inclusion. 
2. Follow up question: 
3. What support structures for educators and learners are currently in place at the 
school, in particular to support learners with SID? 
4. Follow up question: 
5. What support structures are available for parents of learners with SID? 
6. Follow up question: 
7. What are some of the barriers you experience in the classroom and how do you 
accommodate the learners with such barriers? 
8. Follow up question: 
9. Please tell me more about your educational qualification and training, did any of 
your undergraduate or postgraduate studies include training on how to teach and 
accommodate learners with SID? 
10.  Follow up question 
91 
  
APPENDIX B2: GENERAL INTERVIEW GUIDE FOR FOCUS GROUP 
Focus group questions and answers:  
Date: ___________________  Time: _______________________ 
Questions 
1. In your opinion, how could the educators and the school improve their inclusive 
practices? 
2. Please tell me about the resources and support you require that will assist you in 
accommodating learners with SID? 
3. How does the DBST provide support to the school and the educators with regards 
to learners with SID? 
4. What role do parents and community play in the promotion of inclusive practices?  
5. How can the school improve parental and community involvement to assist with 
increasing awareness of SID? 
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APPENDIX C1: PORTION OF THE TRANSCRIPTION FROM THE INDIVIDUAL INTERVIEWS – 
CODING: THEMES AND CATEGORIES 
Raw data Coding Themes 
Interview 1 
[R] What is your position in the SBST? 
 
  
[P1] I am the coordinator as well as the deputy, soon 
to be acting Principal.  
  
[R] Oh congratulations, are you looking forward to 
it? 
  
[P1] I’ve been educating since nineteen eighty-
seven. I think so. Looking forward to it. But. Also, I've 
got a very good idea of what the job entails. And this 
is not easy. And I’ve been at this particular school 
since 2008. 
  
[R] I understand that you are the SBST Coordinator, 
what is your understanding of Inclusion? 
  
[P1] Inclusion is about giving every child an 
opportunity to be the best that they can be, it is 
about teaching diversity and mixing up people of 
different abilities. It’s not necessarily about being 
part of a mainstream class. We have to give that 
child the opportunity to mingle and mix with 
children of all races, all abilities. And most 
importantly, try to teach the able bodied and the 
able, the mainstream child to accept and to be 
thankful for what they have. We have tried teaching 
learners with SID in a mainstream class but we have 







Difficulty in executing 
inclusive practice  












[R] Could you explain what you mean when you say 
it creates more barriers? 
  
[P1] Absolutely. In that situation, the teacher then 
automatically gives more attention to the learner 
Difficulty in executing 
inclusive practice  




with the disability and there is a lack of attention on 
the other learners, when there is a behavioural 
challenge from the SID learner that becomes the 
teachers focus and not the actual teaching. And it is 
something that they build around themselves. And 
it's also a case of the other children becoming 
jealous because the teacher always gives attention 
to the one that struggles. And a lot of them, many of 
these children, became severe behavioural problems 
in mainstream. So that children with disabilities, 
they become behavioural problems because you 
couldn't - you cannot serve because I believe as 
teachers, we serve the children. They couldn't serve 
these children. They couldn't give them what they 
needed because this child was one of 35 or 40 in a 
class and they need more individual attention. So I 
don't think it's good for them to be in a mainstream 
class. Um, The reality is that you break these 
children on an emotional side. You break them down 
further because they realize that they are different. 
 
Teachers mind-set inclusion and inclusive 
practices. 
[R] What support structures for educators and 
learners are currently in place at the school, in 
particular to support learners with SID? 
  
[P1]To support. OK, we've got them separate 
classes. We've got two educators sharing, two 
classes in one building and the school could only 
afford to appoint one assistant teacher. You see 
what happens is when children placed in special 
schools with the same disabilities are given a 
weighting of 5, but if they are accommodated for in 
a mainstream school like ours, they are only given a 
weighting of 2.  Um, so this means that our budget is 
insufficient and we cannot be allocated more staff to 
support our SID classes. We cannot afford more 
educational resources, you know. At present both of 
our classes are kept in the same building with a 
partition because we cannot afford to build more 
Insufficient resources - 
Infrastructural resources 








Theme 2: Support 
structures to assist 
learners, parents and 
educators in providing 
support to learners with 
SID 
 
Theme 4: Possible 
improvements to 
support learners with 




classes. We've always managed even though we 
don't have the additional funds. But in actual fact, 
our allocation from the department doesn't suffice, 
no. 
[P1] Our teachers are very well experienced, so one 
will be teaching a group while the other teacher will 
do individual teaching and coaching and the 







the best they can 
Theme 1: General 
understanding of 
inclusion and inclusive 
practices. 
[R] What support structures are available for parents 
of learners with SID? 
  
[P1] For the parents we’ve got regular parent-teacher 
meetings. You know that is actually an area where we 
can improve a lot. I never thought of it until you 
mentioned it. We are the support for the parents, we 
have an open-door policy for parents to try and assist 
them. We used to have access to the therapists from 
Con-Amore school because they are a full service 
school, but they are over worked especially since they 
have a lot of issues to deal with in their own schools. 
I do the initial interview with parents and we do have 
a school psychologist that works on some cases. Not 
completely pro bono, but at a very reduced rate. And 
um, he also assists us by speaking to parents and 
assessing children for us. We need school 
psychologists on hand to assist us and the parents. 
 
[P1] The parents need practical advice on how to 
manage their kids and at present we are the only ones 
offering advice.  
The reason I say this is because we had a child with an 
SID number and about 5, 6 months later the teacher 
came to us and said listen this child is not SID. 
 
SID educators are the 
support for learners and 
parents 
 








Room for improvement 
parents want to be 
involved 
 
Support for learners 
 
 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
 
 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
Theme 2:  
Support structures to 
assist learners, parents 




[P1]: The child can move into LSEN and we had the 
child assessed and the child actually moved into the 
MID class. Dr Van Der Westhuizen actually reckoned 
that it had a lot to do the actual class size and how the 
child was educated earlier on.  
[R] We’ve had a number of cases where learners have 
been given SID numbers but once they are put in a 
different environment, one that is supportive, they 
begin to almost shine. 
 
[P1] and they can be classified say as an MID child. 
You know I’m not blowing my teachers horns or 
anything but I do believe that we do see 
improvements because of the love they have for 
these kids, you will see them yes they are old now but 
the passion they have. You know we also encourage 
the parents to talk to us. We also have children. We 
are also parents. If our lines of communication are 
open we also notice that we get more communication 
between the child and the parent. When the parent 
starts asking about what is happening, what progress 
is taking place, it is also because the child is showing 
positive results and they notice a difference. 
Because of the experience amongst the two ladies as 
well as how they approach situations, they have very 
big hearts, so you don’t see a situation where they 
say Sir, your child didn't do his homework, Ma'am, 
your child cannot read, Manuel doesn't sit still in 
class - Please come and see us.  And it's not always 
see us to support you, it’s more like see us so we can 
complain. And now in our school, it is please come 
and see us. This is something that isn't practical for 
your son. Yes, sir. And that's what our teachers do. 
That's the practical thing. Assist him to put on his 
shoes himself. Show him how to tie his shoe laces. 




Support for learners 












practicality for the 
learners 
 
Providing support to the 
learners and the parents 
 
providing support to 
learners with SID 
Theme 3: Challenges 
experienced in the 
classroom when 
accommodating 
learners with SID 
Theme 1: General 
understanding of 





Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 1: General 
understanding of 
inclusion and inclusive 
practices 
 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 





[R] What are some of the barriers you experience in 
the classroom and how do you accommodate the 
learners with such barriers? 
  
[P1] Violent episodes from the learners are very 
stressful for me, in these cases using the assistant 
teacher, we just separate the children and try to 
calm them down. I mean we also have the issue of 
the lack of funding and the lack of resources but we 
don’t complain about that because we know that 
most times we can make a plan, we can recycle. One 
of the most stressful parts of the job is when a 
parent does not support a child, you know 
sometimes it’s because of the parents lack of 
knowledge or their own stressors maybe, financial. 
But when the child is neglected and feels helpless 
and they come to us and we confront the parent and 
they will say no man, look at him you know this and 
this is wrong with him. Most SID kids are not listened 
to or believed when they report abuse. But also, we 
sympathise with some parents, you know I have kids 
with intellectual disabilities of my own and it’s not 
easy for the parent when they have to take care of 
the child for the rest of their lives. I also find it very 
stressful when the children have meltdowns. It’s the 
worse. Also when the children have a breakdown 
because they don’t feel well or something is not 
right at home. The difficult part is trying to keep the 
other children calm at the same time. We have to be 
able to separate emotionally to maintain our own 
sanity. 
Situations that are 
stressful for the 
educator 
No emotional and 
psychological support for 
educators   
 









Self-care for educators 
required 
Theme 3: Challenges 
experienced in the 
classroom when 
accommodating 
learners with SID 
 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Interview 2 





[P2] Well you know I think inclusion is about not 
allowing any child to be left out of the education 
system, it is about allowing everyone an opportunity 
to learn. You know in our school because the other 
children are exposed to those with disabilities, they 
become more understanding and accepting of 
differences,  
[R] more tolerant 
[P2] yes more tolerant and sometimes when they act 
out the other kids will ignore them and not make a 
fuss because they know that sometimes that 
happens. We see that they are more aware of 
disability and show these kids more kindness and 
empathy you know, they don’t mock them. 
Sometimes our kids will randomly swear you know 
because they do these things and the other kids will 
say Ya and leave them and I will look at this and say 
ya that kid is saying is his head jou kop is nie reg nie 
vandag ya  
(laughs) 
Accommodating 
environment for learners 
with SID 
Theme 1: General 
understanding of 




[R] Please tell me about your understanding of 
inclusion. 
  
[P3] Okay so I would say that inclusion is about 
allowing everyone to be included, you know, there 
should be no isolation or separation because of 
difference. It is about allowing our kids to socialize, 
you know we don’t want to separate our kids 
completely because we don’t want them to feel that 
they are that different, to be amongst others they 
must be a part of the bigger group, but we do keep 
them separate in certain instances like assemblies, 
sometimes such learners need to be kept away from 
other kids for their own safety and the safety of the 
other kids but there is still a big need for special 
schools because there are very little schools that can 




Protection of all kids in 
school environment 
Notion that special 
schools must exist  
 
 
Theme 1: General 
understanding of 
inclusion and inclusive 
practices. 
Theme 1: General 
understanding of 







accommodate these children who need specialised 
education. If we look at School X for instance, they 
have a big waiting list and they can’t take in some of 
our learners who have already been referred there 
because of the space there so there is a need for 
more classes at our school and at ordinary schools to 




Theme 1: General 
understanding of 
inclusion and inclusive 
practices. 
[R] Do you believe that mainstream schools can 
accommodate these learners? 
  
[P3] Ya I think so if they have the educators and the 
classrooms and facilities for them, I’m sure they can 
because we don’t want to separate them altogether 
from life so they feel they really are that different so 
they mustn’t be amongst other children, they must 
still be a part of the main group but they must still 
be protected in a way you know. 
SID learners can be 
accommodated at 
mainstream schools if 
they have the correct 
resources 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
 
 
[R] Can you tell me more about the support 
structures for educators and learners are currently in 
place at the school, to support these learners with 
SID? 
  
[P3]: Firstly we attend workshops, we’ve been to two 
workshops this year at School X. We are the support, 
we attend yearly courses paid for by all the school so 
we know how to accommodate children with autism 
and behaviour challenges for example. And these 
workshops are wonderful you know, we learn so 
much from them and facilitators are on our levels you 
know. Then we went to another workshop to assist us 
with the preparation of work for the learners but I 
didn’t feel, okay, it was interesting but we have so 
many different levels the kids are on and we have 
tried doing multi-level teaching but the preparation 
for that is very difficult to accommodate all of the 
kids. It helps if you have taught different grades in 
mainstream because now you know what a grade 3 
child is supposed to achieve or a grade R child, you 
understand more or less what is required so you will 
Professional 








Problems with providing 
multi-level teaching  
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 





Theme 3: Challenges 




understand what level you need to be at. The 
moment you see that a child cannot achieve this, 
because you have experience you know okay let me 
try this or let try that. Also you know my partner, we 
really assist each other, so if she is doing something 
and she says you know this really works or if I need 
help then I will ask her what do you think will work 
with this child, because of experience you can 
manipulate the situation and determine how to get 
through to a certain child. You know I feel sorry for 
the younger educators you know, they do their pracs 
and there is always a teacher with them to guide 
them. Now if you are in this situation and you enter a 
class with these kids, it is a pretty traumatic 












Insufficient exposure of 




learners with SID 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 3: Challenges 
experienced in the 
classroom when 
accommodating 
learners with SID 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
[R] What are some of the support structures that are 
available for parents of learners with SID? 
  
[P3] You know what, our parents are so involved in 
their kids’ lives, and they are so caring. Yes. You do 
get one or two who just don’t care but the ones at our 
school are just lovely. They are always enquiring 
about their child’s disability, they want to know more. 
They want to understand their child and help them. I 
suggested that we should a workshop for our parents 
say for instance, every Saturday just so that they can 
come in and see how we do things, how we interact 
with the kids because the parents they have their own 
systems and different to the way we do things at 
school and sometimes this confuses the child. But you 
know we don’t have difficult parents they always 
want to help and we also have constant 
communication with them. This is because we want 
to sort out whatever is wrong as soon as we pick it up 










Room for improvement 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
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who always asks us for information on his childs 
disability and we give whatever information we find 
but we don’t always know how to answer so 
sometimes Elmore will google it or ask someone from 
School X but we don’t always have the answers for 








Insufficient support from 
professionals  
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
[R] You have been teaching for a long time can you 
tell me what are some of the barriers you experience 
in the classroom with these kids? 
  
[P3] We have quite a few learners who have speech 
problems, about 3 or 4 and you know we try to help 
them and some of them go for speech therapy but 
not all the time you know. I think it would be nice 
you know we need therapists like speech therapists, 
these OT’s and phsysio’s at least once or twice a 
week. The parents also need these people to assist 
them with techniques and skills they can use at 
home to manage the children better because we 
don’t always know what to do. These people are 
trained you know to deal these problems. Our 
children are not aggressive but we also need 
someone to assist with the emotional issues we 
have, you know we can’t deal with these on our 
own, even sometimes the bullying, we try to deal 
with it and it stops for a while then it will start again. 
Require assistance from 
professional offering 
therapeutic services  
Theme 3: Challenges 
experienced in the 
classroom when 
accommodating 
learners with SID 
 
Theme 3: Challenges 
experienced in the 
classroom when 
accommodating 
learners with SID 
 
Interview 4 
[R] Please don’t be nervous, I only have a few 
questions for you.  
[P4] Ok 
[R] Please tell me a little more about your 
understanding of inclusion. 
  
[P4] um I dunno, my understanding is that everyone 
needs to be included um learners shouldn’t be 
Learners should not be 
separated 




separated or isolated rather because of their 
differences. 
[R] In your studies have you been introduced to 
inclusion or inclusive practice? 
[P4] um, no not yet 
[R] okay 
inclusion and inclusive 
practices. 
 
[R] Are you aware of any support structures for 
educators and learners are currently in place at the 
school, to support learners with SID? 
[P4] Support structures? Um please elaborate on that 
[R] Say for instance we have two educators in the SID 
class, sometimes this type of work can be demanding 
or stressful, is there any support provided by the 
school? Are there any systems that can assist the 
educators? 
  
[P4] Yes I would say there is, like in the SID class me 
being there as a student teacher I am there to assist 
and off load the stress from the two educators. 
  
[R] What support structures are there for parents of 
learners with SID? 
  
[P4] I would say the teachers, they are there to 
support the parents, you know most of the time the 
parents don’t know much about their child’s illness 
and the two teachers will make sure they go and 
research and they make sure to inform the parents 
what they have learnt and sometimes they will make 
up booklets so that the parents will know how to deal 
with their child and have that information. 
Teachers viewed as 
learners support 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
 
[R] What are some of the barriers you have 
experienced in the classroom with the SID learners? 
  
[P4] Sometimes the kids don’t take their medication 
at home and they become very difficult to manage 
and problematic. It is a task to calm them down 
Stressful situations for 
educators in managing 
learners with SID 
Theme 3: Challenges 




individually but ya that’s about it because when they 
do take their medication they are fairly easy to 
manage and I don’t have any problems. 
Support staff required? 
E.g. nurses? 
accommodating 
learners with SID 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
[R] Please tell me more about your educational 
qualification and training, did any of your 
undergraduate or postgraduate studies include 
training on how to teach and accommodate learners 
with SID? 
  
[P4] No it hasn’t, there has not been anything in the 
syllabus as yet, I have learnt about these kids from my 
experiences at the school 
Insufficient exposure to 
inclusive practices in 
under grad studies 
Theme 3: Challenges 
experienced in the 
classroom when 
accommodating 
learners with SID 
 
Focus group    
[R] Please tell me about the resources and support 
you require that will assist you in accommodating 
learners with SID? 
  
[P1] You know I take my hat off to these educators, 
they really put their heart and soul into whatever it is 
they do with the kids. Especially because you know 
our allocation is simply not sufficient. But our 
Principal you know, she is always willing to make a 
plan, to source out funding, to go the extra mile. 





Theme 1: General 
understanding of 
inclusion and inclusive 
practices. 
 
Theme 2:  
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[P3] Yes you know I would like to say that if we need 
anything, we know that we can approach our 
Principal and our SBST coordinator and they will just 
say yes, yes we will sort it out and you know this 
makes it so much easier for us, whether its toys for 
the kids and making pamphlets for the parents, really 
our Principal and SBST Coordinator are on the ball and 
really we can’t say that we are short of much. 
[P2] Yes I agree you know many people think that this 
job is difficult and it is but really I love what I do. 
 [P1] And also our mainstream educators, although 
they are not always in direct contact with our SID kids, 
just say at break times or whenever our SID are 
outside, you know they will watch over them, make 
sure the kids are okay, they will assist us with making 
things for the learners even our bigger kids you know, 
they really care about these special kids. Yes now and 
then the bigger ones will get irritated especially with 
our SID kids, sometimes they have behaviour issues 
and will randomly swear, but the other kids just know, 
okay just leave them they just need a little attention. 
But our educators do need more support from the 
SMT and the SBST, particularly you know with regards 
to self-help and care sometimes what we have to deal 
with these kids you know it breaks you. But yes we do 
need on site professionals like speech therapists, OT’s 
and psychologists and also physio’s. I mean these kids 
would benefit greatly from those professionals who 
are trained to deal with their problems and to have 
them on a constant basis would be wonderful. If these 
specialised support staff are not available at the 
District then it is the duty of the DBST to source these 
professionals I think. 
[P3] You know even if they weren’t stationed at our 
school and they saw the kids maybe two or three 
times a week, that would be a great help for the kids 
and also the parents. 
 
Support for educators 
from Principal and SBST 
Coordinator 
Educator passion  
Support from 
mainstream educators 
Require more support 
from SMT and SBST with 
educator self-help and 
self-care 
Need for support staff 
and professionals 




Collaboration with other 
schools 
Insufficient resources  






Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 1: General 
understanding of 
inclusion and inclusive 
practices. 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
 
 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
Theme 2:  
Support structures to 
assist learners, parents 
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[P2] Even if we had to share them with other schools, 
that would also work. 
[P1] You know the reality is that we are still a 
mainstream school and unfortunately we are not 
seen like a special school which requires all of this 
support. It is really unfair and you know our school 
functions like a full-service school but yet we are not 
given all the resources. And I mean yes, I know that 
we are supposed to heading toward full-service 
schools but I know of a few schools like us who are 
functioning like full service schools with the budget of 
a mainstream school. I mean we are trying to do our 
best you know and if we are assisting these learners 
because there are not enough special schools, should 
we not receive support, I mean we are alone in this. 
and educators in 
providing support to 
learners with SID 
 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
[R] Does the school have a functional SBST?   
[P1] We do have an SBST but we do not have any 
separate SBST meetings or interventions, all of our 
SBST meetings are held in our staff meetings unless 
there is a sensitive topic then, the Principal, the SBST 
Co-ordinator and the relevant educator will convene. 
SBST contains few 
members of staff 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
[R] Does the SBST contain all the necessary 
components for example all of the educator 
components? 
  
[P1] Yes and no, there are so many components 
needed, and it makes the structure so big that you 
find it’s the same people doing the work over and 
over again but we function very well. We feel that the 
SBST sits in the staff meetings and listens to the staff 
because we feel that the staff provide valuable 
School staff as a whole 
functioning as SBST  
Collaboration amongst 
educators 
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
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information and interventions that we cannot come 
up with on our own. 
 
[R] How does the DBST fit into this picture do they 
provide support to the school and the educators with 
regards to learners with SID? 
  
[P1] To be quite honest, we get very little support 
from the DBST, we know our facilitator and she knows 
us because we attend the same courses, if we call 
them and say we have a problem, they listen, they 
never give us a hard time but we never get support 
from them. Like when we called recently for 
assistance with concessions, it felt as it if we were 
alone, they were not available to assist us. 
Lack of support from 
DBST and Inclusion 
facilitators  
Theme 2:  
Support structures to 
assist learners, parents 
and educators in 
providing support to 
learners with SID 
Theme 4: Possible 
improvements to 
support learners with 
SID and their parents 
 
[P3] oh and we know our facilitators and they do 
know us but you know to be quite honest you know 
on the last school visit, we had the photographer 
taking pictures of the staff and the lady, you know 
came into the staff room and said okay guys see you 
next week!! And tshoops she was gone!! (Laughter) 
  
[P2] And you know they are supposed to log these 
visits. 
  
[P1] So ya, I mean I feel like whenever they need help 
from us, we are always assisting in any way, but when 
we need help, they are never there to support. So I 
mean no, we don’t get much support. 
  
[P2] But they do listen to us and they don’t ever give 
us trouble. 
  
[P3] but that’s about it you know, they never do more, 




   
APPENDIX C2: PORTION OF CATEGORISING OF DATA ACCORDING TO CODE 
Theme 1: Participants general understanding of inclusion and inclusive practices. 
 
Accommodating learners diverse needs 
 
P1 Inclusion is about giving every child an 
opportunity to be the best that they can be, it is 
about teaching diversity and mixing up people of 
different abilities. It’s not necessarily about being 
part of a mainstream class. We have to give that 
child the opportunity to mingle and mix with 
children of all races, all abilities 
Difficulty in executing inclusive practice P1 We have tried teaching learners with SID in a 
mainstream class but we have found that it creates 
more barriers.  
Absolutely. In that situation, the teacher then 
automatically gives more attention to the learner 
with the disability and there is a lack of attention on 
the other learners, when there is a behavioural 
challenge from the SID learner that becomes the 
teachers focus and not the actual teaching. And it is 
something that they build around themselves. And 
it's also a case of the other children becoming 
jealous because the teacher always gives attention 
to the one that struggles. 
Accommodating environment for learners with SID P2 Well you know I think inclusion is about not 
allowing any child to be left out of the education 
system, it is about allowing everyone an opportunity 
to learn. You know in our school because the other 
children are exposed to those with disabilities 
Accommodating environment for learners with SID P3 yes more tolerant and sometimes when they act 
out the other kids will ignore them and not make a 
fuss because they know that sometimes that 
happens. We see that they are more aware of 
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disability and show these kids more kindness and 
empathy you know, they don’t mock them. 
Breaking down societal barriers 





Notion that special schools must exist  
P3 Okay so I would say that inclusion is about 
allowing everyone to be included, you know, there 
should be no isolation or separation because of 
difference. It is about allowing our kids to socialize, 
you know we don’t want to separate our kids 
completely because we don’t want them to feel that 
they are that different, to be amongst others they 
must be a part of the bigger group, but we do keep 
them separate in certain instances like assemblies, 
sometimes such learners need to be kept away from 
other kids for their own safety and the safety of the 
other kids but there is still a big need for special 
schools 
Learners should not be separated P4 My understanding is that everyone needs to be 
included um learners shouldn’t be separated or 
isolated rather because of their differences. 
Theme 2: Participants’ understanding of support structures to assist learners, parents and educators in 
providing support to learners with SID 
Insufficient resources - Infrastructural resources as 
well as human resources 
 
 
P1 To support. OK, we've got them separate classes. 
We've got two educators sharing, two classes in one 
building and the school could only afford to appoint 
one assistant teacher. You see what happens is 
when children placed in special schools with the 
same disabilities are given a weighting of 5, but if 
they are accommodated for in a mainstream school 
like ours, they are only given a weighting of 2.  Um, 
so this means that our budget is insufficient and we 
cannot be allocated more staff to support our SID 
classes. We cannot afford more educational 
resources, you know. At present both of our classes 
are kept in the same building with a partition 
because we cannot afford to build more classes. 
We've always managed even though we don't have 
the additional funds. But in actual fact, our 





Insufficient access to support staff 
Educators providing support to parents 
 
P1 We are the support for the parents, we have an 
open-door policy for parents to try and assist them. 
We used to have access to the therapists from Con-
Amore school because they are a full service school, 
but they are over worked especially since they have 
a lot of issues to deal with in their own schools. I do 
the initial interview with parents and we do have a 
school psychologist that works on some cases. Not 
completely pro bono, but at a very reduced rate. And 
um, he also assists us by speaking to parents and 
assessing children for us. We need school 
psychologists on hand to assist us and the parents. 
 
Professional development of staff to provide 
support 
 
P3 Firstly we attend workshops, we’ve been to two 
workshops this year at School  X. We are the 
support, we attend yearly courses paid for by all the 
school so we know how to accommodate children 
with autism and behaviour challenges for example 
Support for learners from parents P3 You know what, our parents are so involved in 
their kids’ lives, and they are so caring. Yes. You do 
get one or two who just don’t care but the ones at 
our school are just lovely. They are always enquiring 
about their child’s disability, they want to know 
more. They want to understand their child and help 
them. 
Support from SBST  P1 We do have an SBST but we do not have any 
separate SBST meetings or interventions, all of our 
SBST meetings are held in our staff meetings unless 
there is a sensitive topic then, the Principal, the 
SBST Co-ordinator and the relevant educator will 
convene. 
School staff functioning as SBST P1 Yes and no, there are so many components 
needed, and it makes the structure so big that you 
find it’s the same people doing the work over and 
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over again but we function very well. We feel that 
the SBST sits in the staff meetings and listens to the 
staff because we feel that the staff provide valuable 
information and interventions that we cannot come 
up with on our own. 
Lack of support from DBST P1 To be quite honest, we get very little support 
from the DBST, we know our facilitator and she 
knows us because we attend the same courses, if we 
call them and say we have a problem, they listen, 
they never give us a hard time but we never get 
support from them. Like when we called recently for 
assistance with concessions, it felt as it if we were 
alone, they were not available to assist us. 
Theme 3: Participant challenges experienced in the classroom when accommodating learners with SID. 
 








Lack of emotional and psychological support for 
educators   
 
P1 Violent episodes from the learners are very 
stressful for me, in these cases using the assistant 
teacher, we just separate the children and try to 
calm them down. I mean we also have the issue of 
the lack of funding and the lack of resources but we 
don’t complain about that because we know that 
most times we can make a plan, we can recycle. One 
of the most stressful parts of the job is when a 
parent does not support a child, you know 
sometimes it’s because of the parents lack of 
knowledge or their own stressors maybe, financial. 
But when the child is neglected and feels helpless 
and they come to us and we confront the parent 
and they will say no man, look at him you know this 
and this is wrong with him. Most SID kids are not 
listened to or believed when they report abuse. 
Lack of professional services and therapists P3 I think it would be nice you know we need 
therapists like speech therapists, these OT’s and 
phsysio’s at least once or twice a week. The parents 
also need these people to assist them with 
techniques and skills they can use at home to 
manage the children better because we don’t 
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always know what to do. These people are trained 
you know to deal these problems. 
Learners not taking their medicine P4 Sometimes the kids don’t take their medication 
at home and they become very difficult to manage 
and problematic. It is a task to calm them down 
individually but ya that’s about it because when they 
do take their medication they are fairly easy to 
manage and I don’t have any problems. 
Insufficient exposure to inclusive practice in 
undergrad studies 
P4 No it hasn’t, there has not been anything in the 
syllabus as yet, I have learnt about these kids from 
my experiences at the school 
DBST to provide support in terms of support staff 
and professionals 
P1 If these specialised support staff are not available 
at the District then it is the duty of the DBST to source 
these professionals I think. 
 
DBST to provide support to  P4 If we are assisting these learners because there 
are not enough special schools, should we not receive 
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